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Foreword


“If we act only for ourselves, to neglect the study 
of history is not prudent. If we are entrusted 

with the care of others, it is not just.” 

—Samuel Johnson 

A 
s we begin the twenty-first century, our world is becoming 
more and more complex, just as our state is becoming 
increasingly diverse. While economic innovation, demo-

graphic shifts, and cultural diversity have brought change, they have also 
created a need for understanding the foundational ideas and philosophy of our 
country and a desire to participate in local, state, national, and global institu
tions. If students are to understand and participate successfully in this changing 
world, it is vital that they possess solid grounding in history, the social sciences, 
and the humanities. 

Students should understand current conditions of their community, state, 
country, and world. Students should realize the reasons for optimism—the 
growth of democratic ideas and market economies, for example—as well the 
reasons for concern—such as the violations of fundamental rights, or the 
controversies over social and political issues. They should comprehend the ideas 
central to liberty, responsible citizenship, and representative government, and 
how these have evolved into institutions and practices for which they, as voters 
and leaders, will make numerous decisions. 

In support of these goals, the California State Board of Education and the 
California Department of Education are pleased to present this updated edition 
of the History–Social Science Framework for California Public Schools. This new 
edition is aligned with the academic content standards first published in the 
History–Social Science Content Standards for California Public Schools (adopted 
by the State Board in October 1998). Incorporated in this framework, these 
standards serve as the basis for statewide assessment in history–social science. 

The framework reflects the comments and thoughts from scholars of 
history–social science, curriculum experts, and teachers received by the 
Curriculum Development and Supplemental Materials Commission and the 
State Board of Education at public sessions. The History–Social Science 
Content Review Panel, composed of scholars, provided the necessary guidance 
in basing the update on accuracy and on current and confirmed research. As a 
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result, this framework is an essential resource to ensure that all public school 
students have the opportunity to attain a world-class education in history–social 
science. 

This framework with the standards needs to be consistently implemented 
by educators at all levels so that students will be better able to live knowledge-
ably, thoughtfully, and constructively within a promising yet ever-uncertain 
world. We are confident that this framework will be a valuable guide to 
administrators, teachers, local school board members, instructional resources 
developers, and the general public. We hope that educators use this framework 
to instill in students a passion for the subject area and for democratic traditions, 
to cultivate students’ understanding of the interdependence of the world, and 
to encourage the ideals and social know-how necessary to participate effectively 
in the community, state, nation, and world. 

DELAINE EASTIN REED HASTINGS 

State Board of Education 

State Superintendent of Public Instruction President 
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Preface 

Faithfulness to the truth of history involves far more than a research, 
however patient and scrupulous, into special facts. Such facts may be 
detailed with the most minute exactness, and yet the narrative, taken as a 
whole, may be unmeaning or untrue. The narrator must seek to imbue 
himself with the life and spirit of the time. He must study events in their 
bearings near and remote; in the character, habits, and manners of those 
who took part in them. He must himself be, as it were, a sharer or a 
spectator of the action he describes.1 

T hese words, written by a nineteenth-century historian, challenge 
today’s educators to present history–social science in a manner that 
engages students and allows them to become truly involved in the 

events they study. The standards reiterated this challenge, with its emphasis on 
historical narrative integrated with the social sciences (geography, civics and 
government, economics). The updated History–Social Science Framework echoes 
the same theme throughout its goals and strands when it states, “History is a 
story well told.” Since its implementation 14 years ago, the History–Social 
Science Framework has carried this message to teachers throughout California 
and the nation. 

The planning and publication of the original framework occurred over a 
three-year period from 1985 to 1987. The document was received with overall 
enthusiasm statewide and won national recognition. Implementation of the 
framework was supported by a statewide leadership conference and eleven 
regional conferences during 1987 and 1988, and adoption of instructional 
resources in 1990. Follow-up adoptions occurred in 1993 and 1995. Further 
implementation has been provided by the California Department of Education 
(CDE) and Elementary and Secondary Education Act (ESEA), Chapter 2, 
initiatives in 1987, 1989, and 1990 that produced teacher support publications, 
such as grade-level course models and literature lists. Professional development 
institutes of the California History–Social Science Project have supported 
implementation, as have activities of the California Geographic Alliances, the 
California 3 Rs (Rights, Respect, and Responsibility) Project, workshops 
presented by county offices of education, and annual conferences of the 
California Council for the Social Studies. 

In 1994 the Curriculum Development and Supplemental Materials 
Commission (Curriculum Commission) conducted an extensive field review to 

1Francis Parkman, Pioneers of France in the New World. Boston: Little, Brown and Company, 1865, 

pp. xii–xiii. 
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determine the level of implementation of the History–Social Science Framework. 
During that year, recommendations were made to strengthen or update the 
curriculum guidelines as described in the framework and to identify instruc
tional practices that support a comprehensive K–12 history–social science 
program that is meaningful, engaging, and “a story well told.” 

In 1995-96, the State Board of Education conducted regional hearings 
throughout the state to learn from educators and the public about the status 
and effectiveness of frameworks, as required by Education Code sections 33540 
and 60200. Responses showed that, generally, the framework’s philosophy and 
guidelines were being well supported. 

California’s curriculum development process changed in 1995. The 
Academic Standards Commission (hereafter referred to as Standards 
Commission) was created when then-Governor Pete Wilson signed into law 
AB 265, chapter 975, in October 1995. The Standards Commission had the 
responsibility of advising the board and bringing forth proposed standards for 
adoption. In June 1996, SB 430, Chapter 69, an urgency statute, was signed 
into law with the clause that the State Board of Education “shall modify the 
curriculum frameworks where appropriate to bring them into alignment with 
the standards.” This statute made standards the overriding curricular policy. 
The Standards Commission began its work on the history–social science 
standards in the fall of 1997. By January 1998, the State Board, realizing that a 
consensus existed in the field for the framework, asked the Standards 
Commission to stay within the existing parameters of the framework. The 
Standards Commission worked closely with the Board and completed its work 
in July. During the period when the standards were being developed, the 
Curriculum Commission with support from staff of the Curriculum 
Frameworks and Instructional Resources Office analyzed the standards and 
confirmed the alignment of the standards and framework. The State Board held 
public hearings in September and approved the standards in October 1998. 

The Curriculum Commission began the process for updating the 
framework in 1999. Although the framework and standards were aligned, the 
commission still had to update the framework in the middle of an adoption 
cycle. Because frameworks serve in part as the specifications for producers and 
publishers of instructional materials, the Curriculum Commission recognized 
the need for consistency. The updating of the framework involved the inclusion 
of the standards, scholarly review, and public comment. 

The standards and analysis skills are incorporated in the narrative text of 
the framework, as specific standards are placed next to supporting sections and 
paragraphs. The full texts of the grade-level standards are placed at the end of 
each grade level course. The analysis skills are to be found at the end of the 
elementary, middle grades, and high school grade spans and are to be taught in 
the context of the content standards. 
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The framework has always been based on sound scholarship and accurate 
content. In continuing this practice, a scholarly review of the text was 
conducted by the Content Review Panel for Updating the History–Social 
Science Framework. This panel of scholars from the public and private 
universities examined the framework for scholarship and accuracy. Under 
Education Code Section 60200(c)(3), instructional materials must be “factually 
accurate and incorporate principles of instruction reflective of current and 
confirmed research.” The State Board and the Department recognize that 
curriculum frameworks must also meet those criteria. This part of the review 
ensured that the framework contains accurate information and is research 
based. 

Comments from the public also were accepted in writing and at meetings 
of the Curriculum Commission. The first draft of the updated framework 
appeared on the Department’s Web site in March 2000, and three separate 
iterations were posted for public comment. Public comment on the framework 
was solicited at every commission meeting between January and July; formal 
hearings were held in July 2000. 

Taking into account the insights of scholars and thoughtful public 
comments, the commission then approved the updated draft and sent it to the 
State Board for approval. In September and October 2000, the State Board 
held public hearings at which Board members presented their comments and 
suggestions. 

A high-quality, standards-based K–12 program for all students includes a 
well-articulated and planned curriculum, high-quality materials, and ongoing 
professional development that builds teachers’ knowledge of the subject and 
content appropriate instructional strategies. With such a program in place, 
history–social science curriculum and instruction allows for more instructional 
time, provides for coverage of the curriculum as well as opportunities for in-
depth studies of important eras or topics, maintains a reputation of history 
“as a story well told,” and builds concerned and involved citizens. 

You can’t play a harp without playing a harp, you can’t build a building 
without building one, and you can’t be a citizen without taking part. 

—Aristotle 

384–322 B.C. 

LESLIE FAUSSET


Chief Deputy Superintendent for Policy and Programs


SHERRY SKELLY GRIFFITH


Director, Curriculum Frameworks and Instructional Resources Division, and Executive Secretary

to the Curriculum Development and Supplemental Materials Commission 

THOMAS ADAMS


Consultant, Curriculum Frameworks and Instructional Resources Division
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Introduction to the Framework 

T he children of California will 
spend their lives in the twenty-
first century. As educators we 

have the responsibility of preparing these 
children for the challenges of living in a 
fast-changing society. Their lives, like ours, 
will be affected by domestic and international 
politics, economic flux, technological 
developments, demographic shifts, and the 
stress of social change. The only prediction 
that can be made with certainty is that the 
world of the future will be characterized by 

continuity and change. The study of continuity and change is, as it happens, 
the main focus of the history–social science curriculum. The knowledge 
provided by these disciplines enables students to appreciate how ideas, events, 
and individuals have intersected to produce change over time as well as to 
recognize the conditions and forces that maintain continuity within human 
societies. 

As educators in the field of history–social science, we want our students to 
perceive the complexity of social, economic, and political problems. We want 
them to have the ability to differentiate between what is important and what is 
unimportant. We want them to know their rights and responsibilities as 
American citizens. We want them to understand the meaning of the 
Constitution as a social contract that defines our democratic government and 
guarantees our individual rights. We want them to respect the right of others to 
differ with them. We want them to take an active role as citizens and to know 
how to work for change in a democratic society. We want them to understand 
the value, the importance, and the fragility of democratic institutions. We want 
them to realize that only a small fraction of the world’s population (now or in 
the past) has been fortunate enough to live under a democratic form of 
government, and we want them to understand the conditions that encourage 
democracy to prosper. We want them to develop a keen sense of ethics and 
citizenship. And we want them to care deeply about the quality of life in their 
community, their nation, and their world. 

The object of the history–social science curriculum is to set forth, in an 
organized way, the knowledge and understanding that our students need to 
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function intelligently now and in the future. Those who prepared this 
framework believe that knowledge of the history–social science disciplines 
(history, geography, economics, political science, anthropology, psychology, 
sociology, and the humanities) is essential in developing individual and social 
intelligence; preparing students for responsible citizenship; comprehending 
global interrelationships; and understanding the vital connections among past, 
present, and future. Without the knowledge that these disciplines convey, our 
students will be buffeted by changes that are beyond their comprehension. But 
with a firm grounding in history and the related disciplines, they should have 
the capacity to make wise choices in their own lives and to understand the 
swift-moving changes in state, national, and world affairs. 

In addition to the knowledge that our students will acquire by studying the 
human past, they should gain a deep understanding of individual and social 
ethics. This framework emphasizes concern for our students’ ethical 
understanding in every grade. We want students to see the connection between 
ideas and behavior, between the values and ideals that people hold and the 
ethical consequences of those beliefs. Students should realize that tragedies and 
triumphs have resulted from choices made by individuals. They should 
recognize that ideas and actions have real consequences—that history, in other 
words, is not simply the ebb and flow of impersonal forces but is shaped and 
changed by the ideas and actions of individuals and governments. We study 
history to learn from the sometimes painful, sometimes exhilarating, often 
humdrum experiences of those who preceded us. We want our students to 
understand how people in other times and places have grappled with 
fundamental questions of truth, justice, and personal responsibility and to 
ponder how we deal with the same issues today. By studying the humanities 
and examining the ideas of great thinkers, major religions, and principal 
philosophical traditions, our students will reflect on the various ways that 
people have struggled throughout time with ethical issues and will consider 
what the consequences are for us today. 

The 13 years of study in which our children are engaged from kindergarten 
through grade twelve are barely time enough for the educational tasks to be 
accomplished. Our highly complex society needs well-educated minds and 
understanding hearts; it needs men and women who understand our political 
institutions and are prepared to assume the responsibilities of active citizenship. 
The younger generation needs to understand our history, our institutions, our 
ideals, our values, our economy, and our relations with other nations in the 
world. It is commonplace to acknowledge that we live in an interdependent 
world and function in a global economy. Specifically, we want our students to 
learn about the cultures, societies, and economic systems that prevail in other 
parts of the world and to recognize the political and cultural barriers that divide 
people as well as the common human qualities that unite them. 
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Introduction This framework represents an effort to strengthen education in the history– 
social science curriculum while building on the best practices contained in previous 
frameworks. The distinguishing characteristics of this framework are as follows: 

History, placed in its This framework is centered in the chronological study of history.

geographic setting, 1 History, placed in its geographic setting, establishes human activities in

establishes human

activities in time 
time and place. History and geography are the two great integrative


and place. studies of the field. In examining the past and present, students should

recognize that events and changes occur in a specific time and place; that 
historical change has both causes and effects; and that life is bounded by 
the constraints of place. Throughout this curriculum, the importance of 
the variables of time and place, when and where, history and geography, 
is stressed repeatedly.

2 This framework proposed both an integrated and correlated 
approach to the teaching of history–social science. The teacher is 
expected to integrate the teaching of history with the other humanities 
and the social science disciplines. The teacher is also expected to work 
with teachers from other fields, such as the language arts, science, and the 
visual and performing arts, in order to achieve correlation across subjects. 
Within the context of this framework, history is broadly interpreted to 
include not only the political, economic, and social arrangements of a 
given society but also its beliefs, religions, culture, arts, architecture, law, 
literature, sciences, and technology.

3 This framework emphasizes the importance of history as a story well 
told. Whenever appropriate, history should be presented as an exciting 
and dramatic series of events in the past that helped to shape the present. 
The teacher should endeavor to bring the past to life and to make vivid 
the struggles and triumphs of men and women who lived in other times 
and places. The story of the past should be lively and accurate as well as 
rich with controversies and forceful personalities. While assessing the 
social, economic, political, and cultural context of events, teachers must 
never neglect the value of good storytelling as a source of motivation for 
the study of history. 

Studies of history are This framework emphasizes the importance of enriching the study 
enriched with the 4 of history with the use of literature, both literature of the period 
literature of the period and literature about the period. Teachers of history and teachers of the
and about the period. 

language arts must collaborate to select representative works. Poetry, 
novels, plays, essays, documents, inaugural addresses, myths, legends, tall 
tales, biographies, and religious literature help to shed light on the life 
and times of the people. Such literature helps to reveal the way people 
saw themselves, their ideas and values, their fears and dreams, and the 
way they interpreted their own times. 
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This framework introduces a new curricular approach for the early 
grades (kindergarten through grade three). In recognition of the 
shrinkage of time allotted to history–social science instruction in these 
grades in the past, and the need for deeper content to hold the interest of 
children, this framework proposes enrichment of the curriculum for these 
grades. While the neighborhood and the region provide the field for 
exploratory activities related to geography, economics, and local history, 
the students will read, hear, and discuss biographies, myths, fairy tales, 
and historical tales to fire their imagination and to whet their appetite for 
understanding how the world came to be as it is. 

This framework emphasizes the importance of studying major 
historical events and periods in depth as opposed to superficial 
skimming of enormous amounts of material. The integrated and 
correlated approach proposed here requires time; students should not be 
made to feel that they are on a forced march across many centuries and 
continents. The courses in this framework identify specific eras and 
events that are to be studies in depth so that students will have time to 
use a variety of nontextbook materials, to think about what they are 
studying, and to see it in rich detail and broad scope. 

This framework proposes a sequential curriculum, one in which 
knowledge and understanding are built up in a carefully planned 
and systematic fashion from kindergarten through grade twelve. The 
sequential development of instruction that proceeds chronologically 
through the grades will minimize gaps in students’ knowledge and avoid 
unnecessary repetition of material among grades. Teachers in each grade 
will know what history and social science content and which skills their 
students have studied in previous years. At each grade level some time 
will be designated for review of previously studied chronological periods, 
with attention to differing themes, concepts, or levels of difficulty of 
understanding. 

This framework incorporates a multicultural perspective throughout 
the history–social science curriculum. It calls on teachers to recognize 
that the history of community, state, region, nation, and world must 
reflect the experiences of men and women and of different racial, 
religious, and ethnic groups. California has always been a state of many 
different cultural groups, just as the United States has always been a 
nation of many different cultural groups. The experiences of all these 
groups are to be integrated at every grade level in the history–social 
science curriculum. The framework embodies the understanding that the 
national identity, the national heritage, and the national creed are 
pluralistic and that our national history is the complex story of many 
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peoples and one nation, of e pluribus unum, and of an unfinished 
struggle to realize the ideals of the Declaration of Independence and 
the Constitution. 

This framework increases the place of world history in the 
curriculum to three years (at grades six, seven, and ten), organized 
chronologically. While emphasizing the centrality of Western 
civilizations as the source of American political institutions, laws, and 
ideology, the world history sequence stresses the concept of global 
interdependence. Special attention is to be paid to the study of non-
Western societies in recognition of the need for understanding the 
history and cultures of Asian, African, and other non-Western peoples. 
At each grade level, the world history course should integrate the study 
of history with the other humanities. 

This framework emphasizes the importance of the application of 
ethical understanding and civic virtue to public affairs. At each 
grade level, the teacher of history and the social sciences will encourage 
students to reflect on the individual responsibility and behavior that 
create a good society, to consider the individual’s role in how a society 
governs itself, and to examine the role of law in society. The 
curriculum provides numerous opportunities to discuss the ethical 
implications of how societies are organized and governed, what the 
state owes to its citizens, and what citizens owe to the state. Major 
historical controversies and events offer an appropriate forum for 
discussing the ethics of political decisions and for reflecting on 
individual and social responsibility for civic welfare in the world today. 

This framework encourages the development of civic and 
democratic values as an integral element of good citizenship. From 
the earliest grades, students should learn the kind of behavior that is 
necessary for the functioning of a democratic society. They should 
learn sportsmanship, fair play, sharing, and taking turns. They should 
be given opportunities to lead and to follow. They should learn how to 
select leaders and how to resolve disputes rationally. They should learn 
about the value of due process in dealing with infractions, and they 
should learn to respect the rights of the minority, even if this minority 
is only a single, dissenting voice. These democratic values should be 
taught in the classroom, in the curriculum, and in daily life at school. 
Whenever possible, opportunities should be available for participation 
and for reflection on the responsibilities of citizens in a free society. 



12 This framework supports the frequent study and discussion 
of the fundamental principles embodied in the United States 
Constitution and the Bill of Rights. In addition to the customary 
three years of United States history in grades five, eight, and eleven 
and the course in “Principles of American Democracy” in grade 
twelve, the history–social science curriculum places a continuing 
emphasis on democratic values in the relations between citizens and 
the state. Whether studying United States history or world history, 
students should be aware of the presence or absence of the rights 
of the individual, the rights of minorities, the right of the citizen to 
participate in government, the right to speak or publish freely without 
governmental coercion, the right to freedom of religion, the right to 
trial by jury, the right to form trade unions, and other basic 
democratic rights. 

13 This framework encourages teachers to present controversial 
issues honestly and accurately within their historical or 
contemporary context. History without controversy is not good 
history, nor is such history as interesting to students as an account that 
captures the debates of the times. Students should understand that the 
events in history provoked controversy as do the events reported in 
today’s headlines. Students should try to see historical controversies 
through the different perspectives of participants. These controversies 
can best be portrayed by using primary sources, such as newspapers, 
court decisions, and speeches that represent different views. Students 
should also recognize that historians often disagree about the 
interpretation of historical events and that today’s textbooks may be 
altered by future research. Through the study of controversial issues, 
both in history and in current affairs, students should learn that 
people in a democratic society have the right to disagree, that different 
perspectives have to be taken into account, and that judgments should 
be based on reasonable evidence and not on bias and emotion. 

14 This framework acknowledges the importance of religion in 
human history. When studying world history, students must become 
familiar with the basic ideas of the major religions and the ethical 
traditions of each time and place. Students are expected to learn about 
the role of religion in the founding of this country because many of 
our political institutions have their antecedents in religious beliefs. 
Students should understand the intense religious passions that have 
produced fanaticism and war as well as the political arrangements 
developed (such as separation of church and state) that allow different 
religious groups to live amicably in a pluralistic society. 
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This framework proposes that critical thinking skills be included 
at every grade level. Students should learn to detect bias in print and 
visual media; to recognize illogical thinking; to guard against 
propaganda; to avoid stereotyping of group members; to reach 
conclusions based on solid evidence; and to think critically, 
creatively, and rationally. These skills are to be taught within the 
context of a curriculum that offers numerous opportunities to explore 
examples of sound reasoning and examples of the opposite. 

This framework supports a variety of content-appropriate 
teaching methods that engage students actively in the learning 
process. Local and oral history projects, writing projects, debates, 
simulations, role playing, dramatizations, and cooperative learning 
are encouraged, as is the use of technology to supplement reading and 
classroom activities and to enrich the teaching of history and social 
science. Video resources such as video programs and laser discs, 
computer software, and newly emerging forms of educational 
technology can provide invaluable resources for the teaching of 
history, geography, economics, and the other disciplines. 

This framework provides opportunities for students’ 
participation in school and community service programs and 
activities. Teachers are encouraged to have students use the 
community to gather information regarding public issues and 
become familiar with individuals and organizations involved in 
public affairs. Campus and community beautification activities and 
volunteer service in community facilities such as hospitals and senior 
citizen or day care centers can provide students with opportunities to 
develop a commitment to public service and help link students in a 
positive way to their schools and communities. 
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Goals and Curriculum Strands


T
he goals of this History–Social 
Science Framework fall into three 
broad categories: Knowledge 

and Cultural Understanding, incorporating 
learnings from history and the other humani
ties, geography, and the social sciences; 
Democratic Understanding and Civic Values, 
incorporating an understanding of our national 
identity, constitutional heritage, civic values, 
and rights and responsibilities; and Skills 
Attainment and Social Participation, 

including basic study skills, critical thinking skills, and participation skills that 
are essential for effective citizenship. 

None of these goals is developed wholly independent of the rest. All 
interact within this curriculum. Study skills and critical thinking skills, for 
example, are developed through challenging studies in history and the other 
humanities, geography, and the social sciences. Democratic understanding and 
civic values are enriched through an understanding of the history of the nation’s 
institutions and ideals. Civic participation requires political knowledge and 
incurs ethical choice. 

The learnings contained in this curriculum can be enriched in countless 
ways. However, teachers and curriculum developers should be aware that for 
each of the three major goals, some essential learnings are integral to the 
development of this history–social science curriculum. These basic learnings 
serve as curriculum strands, unifying this curriculum across all grades, kinder
garten through grade twelve. These basic learnings are first introduced in the 
primary grades, in simple terms that young children understand, and then 
regularly reappear in succeeding years, each time deepened, enriched, and 
extended. 

These curriculum strands are a constant in every grade, not options to be 
added or dropped from one year to the next. In every grade teachers will be 
expected to integrate and correlate these strands as part of their teaching of the 
history–social science curriculum. 

In the sections that follow, each of the three goals is presented, together 
with its basic learnings serving as curriculum strands. 
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The goal of knowledge and cultural understanding is pursued by develop
ing students’ literacy in history and the other humanities (including ethics), 
geography, economics, sociology, and political science. Certain essential 
learnings are integral to the development of each of these literacy strands. 

Historical Literacy€
To develop historical literacy, students must:


Develop research skills and a sense of historical 
empathy. The study of history involves the imagi
native reconstruction of the past. Ideally, students 
should have a sense of what it was like to be there, 
to realize that events hung in the balance, that 
people living then did not know how things ulti

mately would turn out. Through the use of primary sources, such as historical 
documents and artifacts, students will be able to reconstruct the past and the 
actions and thoughts of a people. As students become better readers and 
improve their research skills, they should learn to critique primary and second
ary sources, looking for bias in the author’s perspective, evaluating the credibil
ity of the author, and distinguishing between fact and opinion. Students should 
also be able to distinguish between opinions based on intuition or impression 
and interpretations based on evidence. Through their analysis of primary 
sources, students will come to a deeper understanding of events and the people 
who experienced them. Historical empathy is much like entering into the world 
of a drama, suspending one’s knowledge of “the ending” in order to gain a 
sense of another era and living with the hopes and fears of the people of the 
time. In every age, knowledge of the humanities helps to develop a keen sense 
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of historical empathy by allowing students to see through the eyes of people 
who were there. Students should understand that each event in the past took 
place within its own historical context, and they should recognize that civiliza
tions share common features across time and distance, yet also have their own 
unique aspects. 

Understand the meaning of time and chronology. History inescapably deals 
with the dimension of time. Children must learn the meaning of such terms as 
decade, generation, century, and so on. As they grow more mature, students 
should learn not only when events occurred but also what else was happening at 
the same time in that society and elsewhere. To define a moment in time (and 
place) for study is to select a particular set of possibilities and constraints. 
Chronology defines relationships in time, and students should learn how major 
events relate to each other in time so that the past is comprehensible rather than 
a chaotic jumble of disconnected occurrences. 

Analyze cause and effect. Integral to the study of history are efforts to under-
stand why things happened and with what consequences; that is, to interpret 
causes and effects. Historical events usually have multiple causes and multiple 
effects, some of which are not recognized until long after the event occurs. 
Students should learn to tell the difference between a cause and a correlation. 
They also need to understand that the study of causes and effects does not yield 
cut-and-dried answers because historical interpretation is speculative and 
subject to change. 

Understand the reasons for continuity and change. Most of the major events 
studied in history are examples of change, but it is no less important to recog
nize why things do not change; in other words, students should understand the 
sources of continuity. In retrospect certain changes appear to have been inevi
table, but students will miss the drama of history if they do not realize that 
things might have turned out otherwise. What ideas, traditions, and values 
explain the absence of change? What combination of ideas and events explains 
the emergence of new patterns? 

Recognize history as common memory, with political implications. 
Throughout recorded time, societies have used their history as a vehicle for 
maintaining their identity as a people and a nation. The study of history allows 
people to explain and transmit their ideas and traditions to the younger genera
tion. In tightly controlled societies the historical record may be altered to 
redefine public consciousness of the past and to regulate the public’s loyalties; 
in democratic societies the historical record is open to debate, revision, conflict
ing interpretations, and acknowledgment of past mistakes. 

Understand the importance of religion, philosophy, and other major belief 
systems in history. To understand why individuals and groups acted as they 
did, we must see what values and assumptions they held, what they honored, 
what they sought, and what they feared. By studying a people’s religion and 
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Goal of 
Knowledge 
and Cultural 
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each person as a unique 
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Concern for ethics and 

human rights is universal. 

philosophy as well as their folkways and traditions, we gain an understanding of 
their ethical and moral commitments. By reading the texts that people revere, 
we gain important insights into their thinking. The study of religious beliefs 
and other ideological commitments helps explain both cultural continuity and 
cultural conflict. 

Ethical Literacy 
To develop ethical literacy, students must: 

Recognize the sanctity of life and the dignity of 
the individual. At the core of ethical teaching is 
respect for each person as a unique individual. 
Governmental policies that disregard the value 
of human life or that condone inhuman prac
tices are unethical. The curriculum offers many 

opportunities to explore human rights as an ethical issue. 

Understand the ways in which different societies have tried to resolve ethical 
issues. Students should examine the major religious and philosophical tradi
tions in Western and non-Western societies, particularly in their efforts to 
establish standards of behavior and values for achieving the good life and the 
good society. 

Understand that the ideas people profess affect their behavior. Students 
should understand the connection between ideas and actions, between ideology 
and policy, between policy and practice. Whether they are studying the 
Holocaust or slavery or some other instance of inhumanity, students should 
recognize the ethical implications of ideology. 

Realize that concern for ethics and human rights is universal and represents 
the aspirations of men and women in every time and place. Students should 
be aware of slave revolts in ancient times; of individuals, such as Mohandas K. 
Gandhi, who led popular movements for freedom; of Bishop Desmond Tutu, 
Nobel laureate and outspoken opponent of apartheid; of Christians who risked 
their lives to save Jews during the Holocaust; of dissidents who risked their lives 
to reveal the gulags in the former U.S.S.R.; and of historic documents such as 
the United Nations’ Universal Declaration of Human Rights. 
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Cultural Literacy 
To develop cultural literacy, students must: 

Understand the rich, complex nature of a given 
culture: its history, geography, politics, litera
ture, art, drama, music, dance, law, religion, 
philosophy, architecture, technology, science, 
education, sports, social structure, and economy. 
Cultural literacy includes but is not limited to 

knowledge of the humanities. True cultural literacy takes many years to de
velop, whether one is a student of a foreign country or a student of one’s own 
society. Students should not be under the illusion that they truly know another 
society as a result of studying it for a few weeks or even for a year. At the very 
least they should learn how difficult it is to master a culture and should be 
encouraged to recognize that education is a lifelong process. 

Recognize the relationships among the various parts of a nation’s cultural life. 
Mature students should come to appreciate the ways that a nation’s literature 
and arts react to and comment on events in its political and social development 
and also should study and appreciate the interactions among a nation’s govern-
mental system, economic structure, technology, arts, and press. None of the 
elements of a culture exists in a vacuum, and students will come to an under-
stand the connections as they develop a deeper knowledge of the constituent 
parts. 

Learn about the mythology, legends, values, and beliefs of a people. Ideas are 
important; to understand a society, students must perceive what its members 
believe about themselves, what stories and tales explain their origins and 
common bonds, what religious tenets embody their ethical standards of justice 
and duty, what heroes capture their imagination, what ideals inspire their sense 
of purpose, and what visual images portray their idea of themselves as a people. 

Recognize that literature and art shape and reflect the inner life of a people. 
Artists and writers tend to have sensitive antennae. In their work artists and 
writers record the hopes, fears, aspirations, and anxieties of their society. A 
culture cannot be fully understood without knowledge of the poems, plays, 
dance, visual art, and other works that express its spirit. 

Take pride in their own cultural heritages and develop a multicultural 
perspective that respects the dignity and worth of all people. Students should 
learn from their earliest school years that our nation is composed of people 
whose backgrounds are rooted in cultures around the world. They should take 
pride in their own cultural heritages, and should develop a multicultural 
perspective that respects the human dignity of all people and an understanding 
of different cultures and ways of life. 

Goals and 
Curriculum 

Strands 

Goal of 
Knowledge 

and Cultural 
Understanding 

Students should develop 

respect for the human 

dignity of all people and 

understanding of 

different cultures and 

ways of life. 
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Goals and 
Curriculum 
Strands 

Goal of 
Knowledge 
and Cultural 
Understanding 

To understand human 

events, students must 

first understand the 

characteristics of the 

places in which those 

events occurred. 

Students should develop 

understanding of major 

environmental issues and 

the consequences of human 

decisions that affect the 

environment. 

Geographic Literacy 
To develop geographic literacy, students must: 

Develop an awareness of place. Geography is 
fundamentally concerned with the study of place. 
Historical and contemporary events have oc
curred in particular places, and generally there are 
reasons for those events unfolding as they did. To 
understand human events, students must first 

understand the characteristics of the places in which those events occurred. 
Physical characteristics of a place include its landforms, water bodies, climate, 
soils, natural vegetation, and animal life. Human characteristics include the 
population; the full array of human activities and settlement patterns on the 
land; the ideological, religious, and philosophical beliefs of its people; and their 
political and social institutions. In describing a place, students should be able to 
identify its physical and human characteristics and to explain how these features 
are interrelated to form the unique character of that place. Through this 
curriculum students should learn about the earth’s continents, the significant 
countries and cities, the dominant landscape features of the earth, and the 
physical and cultural contexts in which these places exist. 

Develop locational skills and understanding. To study geography, students 
must be able to use map and globe skills to determine absolute locations in 
terms of the map grid; determine directions on the earth’s surface; measure 
distances between places; and interpret information available through the map’s 
legend, scale of miles, and symbolic representations. 

Students also should be able to judge the significance of the relative 
location of a place. They should, for example, learn to judge the importance to 
a settlement of location on a natural harbor or in a fertile river valley, close to a 
major economic resource, along a major trade route, or in proximity to major 
markets. As students mature in their geographic thinking, they should learn to 
analyze how the relative location of a place confers important advantages or 
disadvantages, consider how these relative advantages or disadvantages can 
change over time, and determine how such changes have influenced the course 
of human history in that place. 

Understand human and environmental interaction. One of the most dynamic 
aspects of geographic education is the study of the ways people and environ
ments interact in the human modification of the landscape. From the earliest 
grades, students can examine how people in their neighborhood and locality are 
“changing the land” by tearing down old structures and building new ones, 
converting agricultural lands to urban use, or turning desert lands into agricul
tural oases. Later, students learn that this process of environmental modifica
tion in the development of cities, resort areas, and farmlands has been a 
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dominant theme throughout human history. Geographic systems are in con
stant flux because of both physical and human influences. Natural resources 
gain value only through human need, and human need changes over time. 
Students should develop understanding of the major environmental issues 
confronting modern societies and of the consequences, intentional and unin
tentional, of human decisions that affect the environment. 

Understand human movement. Humans have been on the move since the 
beginning of history. Students can observe how early humans migrated from 
place to place in quest of food, water, and security. Students can analyze how, 
later in history, great migrations carried people from one continent to another 
in the search for places of greater opportunity. They should understand major 
patterns of domestic and international migration, changing environmental 
preferences and settlement patterns, and the frictions that develop between 
population groups from broadly distinct cultural regions. Students should also 
analyze how much of the landscape of cities and countryside is today marked by 
transportation networks providing for the continual movement of goods, 
people, ideas, and information throughout a globally interdependent world. For 
geographers, this theme is vital because movement promotes the diffusion of 
ideas, technological innovations, and goods and thereby sets change in motion. 

Understand world regions and their historical, cultural, economic, and 
political characteristics. Geographers cannot deal with all the earth at once. 
For that reason, the concept of region has developed. In this curriculum a local 
neighborhood may be studied as a region largely composed of Asian or His-
panic immigrants. A Puritan New England colony may be studied as a region 
largely defined by religious affiliation. Renaissance England or post-World 
War II America are examples of politically defined regions. The Pacific Basin 
nations and nations of the North Atlantic Alliance are regions of economic, 
political, and cultural interaction. 

An understanding of the major regions of the Western and non-Western 
worlds is of major importance if students are to appreciate the growing interde
pendence and global complexity of their world. 

Economic Literacy 
To develop economic literacy, students must: 

Understand the basic economic problems 
confronting all societies. Basic to all economic 
decision making is the problem of scarcity. 
Scarcity requires that all individuals and societies 
make choices about how to use their productive 
resources. Students need to understand this basic 
problem confronting all societies and to examine 

Goals and 
Curriculum 

Strands 

Goal of 
Knowledge 

and Cultural 
Understanding 

An understanding of 

the major regions of 

the Western and non-

Western worlds is of 

major importance if 

students are to 

appreciate the growing 

interdependence and 

global complexity of 

their world. 

Students must 

understand the basic 

economic problems 

confronting all 

societies. 
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Goals and 
Curriculum 
Strands 

Goal of 
Knowledge 
and Cultural 
Understanding 

the ways in which economic systems seek to resolve the three basic economic 
problems of choice (determining what, how, and for whom to produce) created 
by scarcity. 

Understand comparative economic systems. Beginning in the elementary 
school, students should be introduced to the basic processes through which 
market economics function and to the growing network of markets and prices 
that reflect shifting supply and demand conditions in a market economy. In 
later years students should be able to compare the origins and differentiating 
characteristics of traditional, command, market, and “mixed” economic 
systems. Students should understand the mechanisms through which each 
system functions in regulating the distribution of scarce resources in the 
production of desired goods and services, and they should analyze their rela
tionships to the social and political systems of the societies in which they 
function. 

Understand the basic economic goals, performance, and problems of our 
society. Students need to be able to analyze the basic economic goals of their 
society; that is, freedom of choice, efficiency, equity, full employment, price 
stability, growth, and security. They need to develop analytical skills to assess 
economic issues and proposed governmental policies in light of these goals. 
They also need to know how to explain or describe the performance of the 
nation’s economy. Finally, students need opportunities to examine some of the 
local, national, and global problems of the nation’s mixed economy, including 
(1) inflationary and deflationary pressures and their effects on workers’ real 
earnings; (2) underemployment and labor; (3) the persistence of poverty in a 
generally productive economy; (4) the rate of growth and worker production 
and hence material output; and (5) the successes and failures of governmental 
programs. 

Understand the international economic system. Students need to understand 
(1) the organization and importance of the international economic system; 
(2) the distribution of wealth and resources on a global scale; (3) the struggle 
of the “developing nations” to attain economic independence and a better 
standard of living for their citizens; (4) the role of the transnational corporation 
in changing rules of exchange; and (5) the influence of political events on the 
international economic order. 
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Sociopolitical Literacy 
To develop sociopolitical literacy, students must: 

Understand the close relationship between 
social and political systems. To understand the 
political system of a society, students must also 
understand the social system. The two systems 
are interrelated, with the social values of a society 
reflected in its political institutions. By the time 

they reach grade ten, students normally are ready to examine social and political 
relationships; to analyze how social status, social mobility, political power, and 
prestige are distributed within a society; and to analyze how these factors affect 
the opportunities that are available to men and women of all walks of life and 
of all ethnic and racial backgrounds. 

Understand the close relationship between society and the law. To under-
stand a society, one must understand the relationship between the society and 
its laws. In studying the United States, for example, students should come to 
understand that important public issues and controversies that are not resolved 
within the social institutions of the society regularly make their way into the 
political system and the courts for their ultimate resolution. Students should 
observe that in recent years every major social issue, whether civil rights, equal 
educational opportunity, abortion, or criminal justice, has reached the courts. 
They should come to understand that the interpretations of the Constitution 
reached by the courts are the result of human decisions, which are influenced 
by changing perceptions of the fit between constitutional principles and social 
realities. They also should come to understand how judicial decisions, in turn, 
influence society’s goals and values, its institutions, and the attitudes of indi
vidual citizens. 

Understand comparative political systems. Students should learn about the 
differences between democratic and nondemocratic political systems, and they 
should be able to describe the critical characteristics of each system. In analyz
ing contemporary and historical societies, students should critically examine 
such questions as how governments gain power over people and land; to what 
extent power is allocated among citizens and between citizens and government; 
how governmental power is limited, maintained, and transferred; what protec
tions exist against the abuse of that power; and what provisions exist for the 
protection of individual and minority rights and freedoms, an independent 
judiciary and press, and the processes of constitutional choice and the consent 
of the governed. Finally, students should consider the significance of all the 
foregoing on the lives of individual citizens. 

Goals and 
Curriculum 

Strands 

Goal of 
Knowledge 

and Cultural 
Understanding 

Students must 

understand political 

and social systems, the 

relationship between 

a society and its laws, 

and the differences 

between democratic 

and nondemocratic 

political systems. 
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Goals and 
Curriculum 
Strands 

Understanding our nation’s 

identity, its constitutional 

heritage, and its civic values 

prepares our students for 

their rights and responsi

bilities in a pluralistic 

society. 

Students must understand 

the pluralistic, multicultural 

nature of American society 

and the historic struggle 

to extend constitutional 

guarantees of equality 

and freedom to all. 
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The curricular goal of democratic understanding and civic values is cen
tered on an essential understanding of the nation’s identity and constitutional 
heritage; the civic values that form the foundation of the nation’s constitutional 
order and promote cohesion between all groups in a pluralistic society; and the 
rights and responsibilities of all citizens. 

National Identity 
To understand this nation’s identity, students must: 

Recognize that American society is and always 
has been pluralistic and multicultural, a single 
nation composed of individuals whose heritages 
encompass many different national and cultural 
backgrounds. From the first encounter between 
indigenous peoples and exploring Europeans, the 

inhabitants of the North American continent have represented a variety of 
races, religions, languages, and ethnic and cultural groups. With the passage of 
time, the United States has grown increasingly diverse in its social and cultural 
composition. Teachers have an obligation to instill in students a sense of pride 
in their individual heritages. Students must recognize that whatever our diverse 
origins may be, we are all Americans. 

Understand the American creed as an ideology extolling equality and 
freedom. The American creed is derived from the language and values found 
in the Declaration of Independence, the Constitution, and the Bill of Rights. 
Its themes are echoed in patriotic songs such as “America the Beautiful” 
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(“ . . . and crown thy good with brotherhood, from sea to shining sea”) and 
“America” (“ . . . from every mountainside, let freedom ring”). The creed 
provides the unifying theme of the memorable discourse of Martin Luther 
King, Jr., “I Have a Dream”: “I have a dream that one day this nation will rise 
up and live out the true meaning of its creed: We hold these truths to be self-
evident, that all men are created equal. . . . This will be the day when all of God’s 
children will be able to sing with new meaning ‘My Country, ’Tis of Thee, 
Sweet Land of Liberty. . . . ’” Students should learn the radical implications of 
such phrases as “all men are created equal” and study the historic struggle to 
extend to all Americans the constitutional guarantees of equality and freedom. 

Recognize the status of minorities and women in different times in American 
history. Students should be aware of the history of prejudice and discrimination 
against minorities and women as well as efforts to establish equality and 
freedom. Students should understand how different minorities were treated 
historically and should see historical events through a variety of perspectives. 

Understand the unique experiences of immigrants from Asia, the Pacific 
Islands, and Latin America. Students should examine the cultural, political, 
and economic sources of contemporary immigration from these areas to 
understand the changing demography of California and the United States. 
Attention should be paid to the contributions of immigrants from Asia, the 
Pacific islands, and Latin America to life and culture in the United States. 

Understand the special role of the United States in world history as a nation 
of immigrants. The multicultural, multiracial, multiethnic, multireligious 
character of the United States makes it unusual among the nations of the 
world. Few, if any, nations can match the United States when compared on a 
scale of social heterogeneity; few, if any, have opened their doors so wide to 
immigration and provided such relatively easy access to full citizenship. At the 
same time students should analyze periodic waves of hostility toward newcom
ers and recognize that the nation has in different eras restricted immigration on 
the basis of racial, ethnic, or cultural grounds. 

Realize that true patriotism celebrates the moral force of the American idea as 
a nation that unites as one people the descendants of many cultures, races, 
religions, and ethnic groups. The American story is unfinished, for it is a story 
of ideals and aspirations that have not yet been realized. It is a story that is in 
the making; its main characters are today’s students, their parents, and their 
friends. Unlike other historical events that are wholly in the past, this is a story 
whose beginning can be traced to the nation’s founding and whose outcome 
rests in the students’ hands. 

Goals and 
Curriculum 

Strands 

Goal of 
Democratic 

Understanding 
and Civic 

Values 

America, as a nation, 

unites as one people 

the descendants of 

many cultures, races, 

religions, and ethnic 

groups. The American 

story is unfinished, and 

the outcome rests in 

the students’ hands. 
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Goals and 
Curriculum 
Strands 

Goal of 
Democratic 
Understanding 
and Civic 
Values 

Students must understand 

the nation’s constitutional 

heritage and the principles 

of the Constitution that 

created our democratic 

form of government. 

Students need to 

understand the principle 

that democratic govern

ment exists for the people 

and that the people rule 

through the processes of 

constitutional choice and 

consent of the governed. 

Constitutional Heritage 
To understand the nation’s constitutional heritage, 
students must: 

Understand the basic principles of democracy. 
Students need to understand the central dilemma 
that confronts all societies and the basic prin
ciples that guide the democratic resolution of that 
dilemma: how to endow civil government with 

enough power to govern efficiently and yet to limit that power to protect 
against the tyranny of government and its infringement on the property and 
liberty of individual citizens. Students need to understand how the Founding 
Fathers of this nation struggled with these issues and, writing in the context of 
the American Enlightenment and their religious traditions, framed a Constitu
tion of principles that created a democratic form of government; instituted the 
rule of law over rulers and the ruled alike; and conferred the basic guarantees of 
a free society through such fundamental mechanisms as representative govern
ment, separation of powers, a system of checks and balances, and limitations on 
terms of office. 

Students also need to understand the principle that democratic government 
exists for the people and that the people rule through the processes of constitu
tional choice and consent of the governed. At the same time students must 
understand the importance of protecting the rights of minorities against the 
tyranny of majority rule. They need to develop appreciation for the guarantees 
provided in the Bill of Rights and for the importance of a democratic system’s 
procedural rules that ensure, for example, due process, a free press, periodic 
elections, and the peaceable change of government through procedural rules 
that guarantee that the majority decides. Students also should understand how 
the Constitution has been amended and improved over time. 

Understand the historical origins of basic constitutional concepts such as 
representative government, separation of powers, and trial by jury. Students 
need to develop an understanding of the concepts of constitutional government 
in their historical context. They should examine key documents, including the 
Magna Carta, the English Bill of Rights, the Mayflower Compact, and the 
Fundamental Orders of Connecticut, as milestones in the development of 
democratic government. They need to study also those ideas of the Enlighten
ment that influenced the authors of the Constitution, especially the ideas of 
John Locke on natural rights and on the social and government contract; of 
Charles-Louis Montesquieu on the character of British liberty and the institu
tional requirements for its attainment; and of Oliver Cromwell’s Common-
wealth Tradition. Students should understand that the ideas and writings of the 
leading thinkers of the European Enlightenment were widely quoted in the 
colonies and that these ideas and writings were discussed by Whigs and Tories 
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alike. This historical context is important for students to understand because it 
explains the importance of the Constitution as the most enduring monument of 
the American Enlightenment. 

Civic Values, Rights, 
and Responsibilities 
To understand civic values, rights, and 
responsibilities, students must: 

Understand what is required of citizens in a 
participatory democracy. Students must develop 
an understanding of the qualities required of 
citizens in a participatory democracy. They need 

to understand, for example, that a democratic society depends on citizens who 
will vote and participate actively in their local, state, and national governments, 
take individual responsibility for their own ethical behavior, control inclinations 
to aggression, and attain a certain level of civility on their own by choosing to 
live by certain higher rules of ethical conduct. Students need to understand why 
a democracy needs citizens who value give-and-take on issues, who do not feel it 
necessary to go to war over every idea, and who seek the middle ground on 
which consensus and cooperation can flourish. 

Students need also to understand that the democratic process ensures its 
citizens a field of fair play so one can gracefully accept the loss of a debate or an 
election on the certain knowledge that there is always the chance to compete 
again. These are essential insights for students to acquire, for they are the basis 
for peaceful elections in a democracy, for the orderly transfer of power, and for 
the readiness of winners and losers alike to join ranks behind the candidate 
elected in a fair contest. Finally, students need to develop a deep and abiding 
commitment to democratic values in their individual and social behavior. 

Understand individual responsibility for the democratic system. Students need 
to understand the inherent strengths of the democratic system. But they also 
need to ponder its fragile nature and the processes through which democracies 
perish: through erosion of democratic protections; through lack of effective 
leadership or governance; through indifference of citizens to their rights and 
responsibilities under the Constitution and the Bill of Rights; through lack of 
will or courage; through selfishness and alienation; and through usurpation of 
power by tyrants or antidemocratic extremist groups. Students need to develop 
an appreciation for the informed commitment a democracy requires of its 
citizens to maintain its basic freedoms. They need to understand that critical 
thinking and independence of mind are essential characteristics of citizens in a 
free society and that education develops the critical intelligence necessary for 
good citizenship. Students need to understand the importance to a democracy 
of citizens who are willing to vote regularly, participate actively in government, 

Goals and 
Curriculum 

Strands 

Goal of 
Democratic 

Understanding 
and Civic 

Values 

Students must 

understand the 

qualities and individual 

responsibilities 

required of citizens in a 

democracy for the full 

realization of this 

government’s highest 

ideals. 
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inherent strengths of 

the democratic system 

and to recognize the 

processes through 

which democracies 

perish. 
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Goals and 
Curriculum 
Strands 

Skills are attained through 

practice while students 

learn the content of the 

history–social science 

curriculum. 

The history–social science 

curriculum must promote 

the learning of skills that 

lead to civic competence. 

think critically and creatively about issues, confront the unresolved problems of 
the society, and work through democratic processes toward the fuller realization 
of its highest ideals in the lives and opportunities of all its citizens. 
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The curricular goal of skills attainment and social participation is pursued 
by developing students’ participation skills, critical thinking skills, and basic 
study skills. 

Participation Skills 

While the ability to work with others is an asset 
in any society, it is a requirement for citizenship 
in a democracy. Democratic government depends 
on citizens who are actively involved as well as 
informed. Civic competence requires the skills 
that make joint effort and effective cooperation 
possible. It also requires a willingness to work for 

the common good. As a major conduit by which the democratic heritage is 
passed to each new generation, the history–social science curriculum must 
promote the learning of skills that lead to civic competence. 

To participate effectively in society, students need to: 

Develop personal skills. Among the personal skills that students should develop 
are sensitivity to the needs, problems, and aspirations of others; expression of 
their personal convictions; recognition of personal biases and prejudices, such as 
the stereotyping of members of a particular group; understanding of people as 
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individuals rather than as stereotypes; and the adjustment of one’s behavior to 
work effectively with others. 

Develop group interaction skills. Among the group interaction skills that 
students should develop are willingness to listen to the differing views of others; 
ability to participate in making decisions, setting goals, and planning and 
taking action in a group setting; leadership skills and the willingness to follow; 
skills of persuading, compromising, debating, negotiating, and resolving 
conflicts; and ability to confront controversial issues in ways that work toward 
reasoned solutions free of aggressions that destroy group relations. 

Develop social and political participation skills. Among the social and political 
participation skills that students should develop are ability to identify issues that 
require social action; commitment to accept social responsibilities associated 
with citizenship; willingness to work to influence those in political power to 
preserve and extend justice, freedom, equity, and human rights; willingness to 
assume leadership roles in clarifying goals and mobilizing groups for political 
action; and willingness to accept the consequences of one’s own actions. 

Critical Thinking Skills 

The skills involved in critical thinking enable 
students to question the validity and meaning of 
what they read, hear, think, and believe. Critical 
thinking requires a questioning mind and a 
skeptical withholding of assent about the truth 
of a statement until it can be critically evaluated. 
While such skills are developed through everyday 

living as well as by schooling, the history–social science classroom is an espe
cially appropriate setting for developing such skills. The ability to think criti
cally about public issues, evaluate candidates for office, and assess decisions of 
government officials is an essential attribute of good citizenship in a democratic 
society. Students learn critical thinking skills by confronting issues and writing 
analytical commentaries. In reading documents and other original materials, 
students have an opportunity to interpret the writer’s language and to extract 
meaning. When original texts such as the Declaration of Independence, the 
Constitution, or the Seneca Falls Declaration are read to supplement or replace 
the textbook, critical discussion and thinking are promoted. Writing about the 
subject matter of history and social science gives students valuable experience in 
thinking through their ideas and articulating them. 

The following critical thinking skills are to be developed in the context of the 
history–social science curriculum: 

Define and clarify problems. Included in these skills are the ability to identify 
central issues or problems, to determine which information is relevant, to make 
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democratic society. 
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Goals and 
Curriculum 
Strands 

Goal of Skills 
Attainment 
and Social 
Participation 

The most basic skills of 

history–social science 

fields involve obtaining 

information and judging its 

value, reaching reasoned 

conclusions based on 

evidence, and developing 

sound judgment. 

distinctions between verifiable and unverifiable information or between essen
tial and incidental information, and to formulate appropriate questions leading 
to a deeper and clearer understanding of an issue. 

Judge information related to a problem. This skill requires ability to distin
guish among fact, opinion, and reasoned judgment; to determine whether 
statements are consistent with one another and with the context from which 
they are taken; to identify unstated assumptions; and to recognize stereotypes, 
clichés, bias, propaganda, and semantic slanting. 

Solve problems and draw conclusions. Included in these skills are the ability 
to decide whether the information provided is sufficient in quality and quantity 
to justify a conclusion; to identify reasonable alternatives for the solution to a 
problem; to test conclusions or hypotheses; and to predict probable conse
quences of an event, a series of events, or a policy proposal. 

Basic Study Skills 

Basic study skills are the skills that students 
must have in order to acquire knowledge; they 
are skills that make formal education possible. 
Most basic skills are not learned primarily 
through the history–social science curriculum, 
but some are special to this area of study. The 
most basic skills of the history–social science 

fields involve obtaining information and judging its value, reaching reasoned 
conclusions based on evidence, and developing sound judgment. The skills also 
include the ability to discuss and debate and the ability to write a well-reasoned 
and well-organized essay. These skills are outcomes of a well-constructed 
program, and they take time and practice to develop. Examples of practice 
include sustained reading and sustained writing. 

The basic skills of history–social science include the ability to: 

1.	 Acquire information by listening, observing, using community resources, 
and reading various forms of literature and primary and secondary source 
materials. 

2.	 Locate, select, and organize information from written sources, such 
as books, periodicals, government documents, encyclopedias, and 
bibliographies. 

3.	 Retrieve and analyze information by using computers, microfilm, and 
other electronic media. 

4.	 Read and interpret maps, globes, models, diagrams, graphs, charts, tables, 
pictures, and political cartoons. 

5.	 Understand the specialized language used in historical research and 
social science disciplines. 

6. Organize and express ideas clearly in writing and in speaking. 
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Course Descriptions 
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Course DescriptionsÄ

This curriculum requires 

an integrated and 

sequential development of 

its goals throughout the 

courses as well as 

cooperative planning 

among teachers. 

T he course descriptions that follow 
provide an integrated and 
sequential development of the 

goals of this curriculum. Specific learning 
activities are included in these course 
descriptions, but they are intended to be 
illustrative. Imaginative teachers will create 
their own curricular activities to engage student 
participation. Specific works of literature are 
included in these course descriptions, but these 
too are meant to be illustrative. Annotated 
bibliographies in the History–Social Science 

Course Models, Kindergarten Through Grade Twelve (www.history.ctaponline.org) 
will provide a broad range of readings to enrich these studies, including 
selections for English learners. 

Implementation of this integrated and correlated curriculum requires 
cooperative planning among teachers from different subject areas, as well as 
school librarians, and should promote team teaching and other collaborative 
strategies. Teachers should draw on community resources, a wide variety of 
books, computer software, vidoetapes, and other visual materials. In addition to 
presenting subjects for class discussion, teachers should provide for students’ 
active learning through experiences such as civic participation, community 
service, debates, role playing, simulations, mock trials, collaborative and 
individual projects, preparation of local and oral histories, and mapping 
activities. 

This curriculum attempts to bridge the barriers between the related 
disciplines and to enable students to see the relationships and connections that 
exist in real life. The measure of its success will lie not only in test scores but 
also in the extent to which students develop empathetic insight into the life of 
other times and places, as well as enlightened understanding of their own time 
and place. The titles of courses for kindergarten through grade twelve are as 
follows: 

Kindergarten—Learning and Working Now and Long AgoÄ
Grade One—A Child’s Place in Time and SpaceÄ
Grade Two—People Who Make a DifferenceÄ
Grade Three—Continuity and ChangeÄ
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Grade Four—California: A Changing StateÄ
Grade Five—United States History and Geography: Making a New NationÄ
Grade Six—World History and Geography: Ancient CivilizationsÄ
Grade Seven—World History and Geography: Medieval and EarlyÄ

Modern Times 
Grade Eight—United States History and Geography: Growth and Conflict 
Grade Nine—Elective Courses in History–Social Science 
Grade Ten—World History, Culture, and Geography: The Modern World 
Grade Eleven—United States History and Geography: Continuity 

and Change in the Twentieth Century 
Grade Twelve—Principles of American Democracy (One Semester) 

and Economics (One Semester) 

The United States and World 
History Courses 

The curriculum departs from current practice by significantly increasing the 
time allocated to chronological history. The three courses in United States 
history (grades five, eight, and eleven) and the three courses in world history 
(grades six, seven, and ten) have the following characteristics: 

1.	 Beginning with grade six, each course in this series contributes to students’ 
learning of historical chronology. The course in grade six emphasizes the 
ancient world to A.D. 500. The grade seven course continues world 
history through medieval and early modern times, A.D. 500–1789. The 
grade eight course establishes the new American nation in the context of 
the European Enlightenment, with which the grade seven course just 
concluded, and emphasizes the years 1783–1914. The grade ten course 
emphasizes the modern world, 1789 to the present day. The grade eleven 
course emphasizes United States history in the twentieth century. This 
interplay between world and United States history helps students 
recognize the global context in which their nation’s history developed and 
allows teachers to illustrate events that were developing concurrently 
throughout the world. 

2.	 Each course gives major emphasis to a selected historical period that 
students will study in depth. The accompanying chart illustrates the 
periods to be emphasized in these courses. By limiting the years to be 
studied in each course, this plan provides the time needed to develop 
these studies in depth and makes it more likely that students will retain 
what they have learned. These outcomes cannot be achieved through the 
superficial treatment that results from rushing across the whole of United 
States or world history in one survey course. 

Course 
Descriptions 
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Course 
Descriptions 

Ancient World 
(to A.D. 500) 

Medieval and Early Modern World 
(500–1450) 

Modern World 
(1789 to present) 

GRADE FIVE 
U.S. History: 

Making a New Nation 

GRADE SIX 
Ancient World 

to A.D. 500 

GRADE SEVEN 
Medieval and Early 

Modern World to 1789 

GRADE EIGHT 
U.S. Growth and Conflict 

1783–1914 

GRADE TEN 
The Modern World 

1789 to Present 

GRADE ELEVEN 
U.S. Continuity and Change 

1900 to Present 

Linking to the Present 

Linking Past to Present 

. . . to PresentLinking Past . . . 

Past . . . . . . to Present 

Linking Past to . . . 

Linking Past to . . . 

Chronological Emphases for Courses 
in World and United States History 

and Geography 

(1450–1789) 
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3.• Beginning with grade seven, each course provides for a review of learnings 
from earlier grades. Each of these courses begins with one or more review 
units titled, “Connecting with Past Learnings.” The purpose of these units 
is not to cover everything that was studied in earlier years but to review 
selectively some essential historical antecedents of the period under study. 
In all of these reviews, the purpose is not to retread old ground but to 
develop some deeper understandings that were not possible when students 
were younger. These review units ensure that learnings of the ancient 
world will be reinforced in grades seven and ten and that learnings of the 
medieval and early modern worlds will be reinforced in grades eight, ten, 
and eleven. Learnings of our nation’s seventeenth and eighteenth century 
beginnings are reinforced in grades eight and eleven. 

4.• Each course provides opportunities to link the past with the present. In the 
United States history sequence, the courses in grades five and eight both 
conclude with major units titled, “Linking Past to Present.” Each of these 
units brings the study up to the present day by expanding on the major 
themes emphasized in the course. In the world history sequence, the 
courses in grades six and seven give recurrent attention to the contribu�
tions of the past to the modern world. In grades ten and eleven, students 
are brought to the present day through studies of the great changes of the 
twentieth century that shaped the world in which students live. 

Course 
Descriptions 
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Course 
Descriptions 

The primary curriculum 

builds on the important 

learnings young children 

have already developed 

during infancy and their 

early preschool years and 

then moves outward 

through geography and 

back in time through 

history to link the child 

with people from the past. 

The Primary Curriculum 
Kindergarten Through Grade Three 

Developmental Considerations 

Beginning with kindergarten, the primary curriculum builds on the 
important learnings young children have already developed during infancy and 
their early preschool years. By the time they enter kindergarten, some children 
have developed important space, time, and causal understandings. These under-
standings can help each child develop a sense of place within his or her world. 

To extend these important spatial, temporal, and causal understandings, 
teachers must recognize the critical role the “home base” plays for the young 
child. Geographic and historical forays in space and back through time must 
always be connected with the young child’s immediate world and with the fund 
of meanings the child already has acquired. These primary studies, therefore, 
begin each year by centering first on the child’s immediate present and/or prior 
knowledge. Studies each year then move spatially outward to develop important 
linkages with the larger geographic and economic world. Studies each year also 
reach back in time to link the child with people, ordinary and extraordinary, 
who came before and whose stories build sensitivity and appreciation for times 
past and for the long continuity of human experience. 

A summary of the course titles for kindergarten and grades one through 
three, with major subtitles, is as follows: 

Kindergarten—Learning and Working Now and Long Ago 
• Learning to Work TogetherÄ
• Working Together: Exploring, Creating, and CommunicatingÄ
• Reaching Out to Times PastÄ

Grade One—A Child’s Place in Time and Space 
• Developing Social Skills and ResponsibilitiesÄ
• Expanding Children’s Geographic and Economic WorldsÄ
• Developing Awareness of Cultural Diversity, Now and Long AgoÄ

Grade Two—People Who Make a Difference 
• People Who Supply Our NeedsÄ
• Our Parents, Grandparents, and Ancestors from Long AgoÄ
• People from Many Cultures, Now and Long AgoÄ

Grade Three—Continuity and Change 
• Our Local History: Discovering Our Past and Our Traditions 
• Our Nation’s History: Meeting People, Ordinary and Extraordinary, 

Through Biography, Story, Folktale, and Legend 
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Kindergarten— 
Learning and Working 
Now and Long Ago 

In kindergarten, children first begin to under-
stand that school is a place for learning and 
working. Most children arrive for their first 
school experience eager to work and learn. 

Many will be working in groups for the first time. They must learn to share, to 
take turns, to respect the rights of others, and to take care of themselves and 
their own possessions. These are learnings that are necessary for good civic 
behavior in the classroom and in the larger society. Children can also discover 
how other people have learned and worked together by hearing stories of times 
past. In kindergarten, children should learn that they make choices and that 
their choices have consequences for themselves and others. 

Learning to Work Together 

To help children learn their way as learners, workers, and classroom 
participants is the purpose of this first study. In their daily life at kindergarten, 
children are invited to work centers and activities, encouraged to participate, 
and given guidance in acquiring the complex skills involved in working with 
others. They must learn to share the attention of the teacher with others and 
learn to consider the rights of others in the use and care of classroom materials. 

Such learnings will be deepened and enriched if teachers use classroom 
problems that inevitably arise as opportunities for critical thinking and problem 
solving; for example, problems in sharing scarce resources or space with others 
or in planning ahead and bringing one’s activity to a conclusion to be on time 
for the next activity. Children need help in analyzing problems such as these; 
considering why the problem arose; considering other alternatives they might 
have tried in coping with the problem; developing awareness of how alternative 
behaviors might bring different results in the ways that others in the group 
respond to them; and learning to appreciate behaviors and values that are 
consistent with the democratic ethic. Children must have opportunities to 
discuss these more desirable behaviors, try them out, and examine how they 
lead to more harmonious and socially satisfying relationships with others. 

To further support these learnings, teachers should introduce stories, fairy 
tales, and nursery rhymes that incorporate conflict and raise value issues that are 
both interesting and understandable for young children. A few examples of 
such stories are “Jack and the Beanstalk,” “Goldilocks and the Three Bears,” 
selections from Aesop’s Fables, and Virginia Hamilton’s The People Could Fly. 
In discussing these stories, children should identify the behavior of characters in 
the story, observe the effect of this behavior on others, examine why characters 

Course 
Descriptions 

Kindergarten 

Standard K.1. 

Students understand 

that being a good 

citizen involves acting 

in certain ways. 
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Course 
Descriptions 

Kindergarten 

Standard K.4. 

Students compare and 

contrast the locations of 

people, places, and 

environments and describe 

their characteristics. 

Standard K.3. 

Students match simple 

descriptions of work that 

people do and the names of 

related jobs at the school, 

in the local community, and 

from historical accounts. 

Standard K.6. 

Students understand that 

history relates to events, 

people, and places of 

other times. 

Standard K.2. 

Students recognize national 

and state symbols and icons 

such as the national and 

state flags, the bald eagle, 

and the Statue of Liberty. 

behaved as they did, and consider whether other choices could have changed the 
results. These discussions are intended to help them acquire those values of 
deliberation and individual responsibility that are consistent with the democratic 
ethic. 

Working Together: Exploring, Creating, and Communicating 

A second major goal of this kindergarten curriculum is to help children build 
their sense of self and self-worth through extending their understanding of the 
immediate world and deepening their appreciation of their own ability to 
explore, create, solve problems, communicate, and assume individual and group 
responsibilities in classroom activities. 

Children should have opportunities, under the teacher’s guidance, to explore 
the school and its environs, a new world for these children, as well as the 
landscape in the neighborhood, including its topography, streets, transportation 
systems, structures, and human activities. 

Children should have opportunities to use large building blocks, wood, 
tools, and miniature vehicles as well as a variety of materials from a classroom 
box filled with imaginative and improvisational objects, clothing, workers’ hats, 
and the like in order to construct real and imagined neighborhood structures. 
Activities in these centers carried on through group play become important 
beginnings of map work for young children. Children should be encouraged to 
build neighborhoods and landscapes and to incorporate such structures as fire 
stations, airports, houses, banks, hospitals, supermarkets, harbors, and trans�
portation lines. Picture files, stories, and books should be used to deepen 
children’s information about the places they are creating and the work that is 
carried on in them. In all of these activities, children should understand the 
importance of literacy as a means of acquiring valuable information and 
knowledge. 

Reaching Out to Times Past 

A third goal of this kindergarten curriculum is to help children take their 
first vicarious steps into times past. Well-selected stories can help children 
develop a beginning sense of historical empathy. They should consider how it 
might have been to live in other times and places and how their lives would have 
been different. They should observe different ways people lived in earlier days; 
for example, getting water from a well, growing their food, making their 
clothing, and having fun in ways that are different from those of today. They can 
compare themselves with children in such stories as Daniel’s Duck, by Clyde R. 
Bulla; Thy Friend, Obadiah and The Adventures of Obadiah, by Brinton Turkle; 
Becky and the Bear, by Dorothy Van Woerkom; and selected chapters from Little 
House in the Big Woods, by Laura I. Wilder. They should recognize that national 
and state symbols such as the national and state flags, the bald eagle, and the 
Statue of Liberty were used by people in the past as well as in the present. 
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History–Social Science Standards Course 
Descriptions 

Kindergarten 
Kindergarten 

Learning and Working Now and Long Ago Content 
Standards 

K.1	 Students understand that being a good citizen involves acting in 
certain ways. 

1. Follow rules, such as sharing and taking turns, and know the 
consequences of breaking them. 

2. Learn examples of honesty, courage, determination, individual 
responsibility, and patriotism in American and world history from 
stories and folklore. 

3. Know beliefs and related behaviors of characters in stories from times 
past and understand the consequences of the characters’ actions. 

K.2	 Students recognize national and state symbols and icons such as the 
national and state flags, the bald eagle, and the Statue of Liberty. 

K.3	 Students match simple descriptions of work that people do and the 
names of related jobs at the school, in the local community, and 
from historical accounts. 

K.4	 Students compare and contrast the locations of people, places, and 
environments and describe their characteristics. 

1. Determine the relative locations of objects using the terms near/far, 
left/right, and behind/in front. 

2. Distinguish between land and water on maps and globes and locate 
general areas referenced in historical legends and stories. 

3. Identify traffic symbols and map symbols (e.g., those for land, water, 
roads, cities). 

4. Construct maps and models of neighborhoods, incorporating such 
structures as police and fire stations, airports, banks, hospitals, 
supermarkets, harbors, schools, homes, places of worship, and 
transportation lines. 

5. Demonstrate familiarity with the school’s layout, environs, and the 
jobs people do there. 

K.5	 Students put events in temporal order using a calendar, placing 
days, weeks, and months in proper order. 
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Course 
Descriptions 

Kindergarten 
Content 
Standards 

K.6	 Students understand that history relates to events, people, and 
places of other times. 

1. Identify the purposes of, and the people and events honored in, 
commemorative holidays, including the human struggles that were 
the basis for the events (e.g., Thanksgiving, Independence Day, 
Washington’s and Lincoln’s Birthdays, Martin Luther King Jr. Day, 
Memorial Day, Labor Day, Columbus Day, Veterans Day). 

2. Know the triumphs in American legends and historical accounts 
through the stories of such people as Pocahontas, George Washing-
ton, Booker T. Washington, Daniel Boone, and Benjamin Franklin. 

3. Understand how people lived in earlier times and how their lives 
would be different today (e.g., getting water from a well, growing 
food, making clothing, having fun, forming organizations, living by 
rules and laws). 
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Grade One—

A Child’s Place in Time

and Space


Children in the first grade are ready to learn 
more about the world they live in and about 
their responsibilities to other people. They begin 
to learn how necessary it is for people and groups 

to work together and how to resolve problems through cooperation. Children’s 
expanding sense of place and spatial relationships provides readiness for many 
new geographical learnings. Children also are ready to develop a deeper 
understanding of cultural diversity and to appreciate the many people from 
various backgrounds and ways of life that exist in the larger world that they are 
now beginning to explore. Children begin to develop a sense of an economy in 
which people work both in and outside the home and exchange goods and 
services for money. 

Developing Social Skills and Responsibilities 

Most children in the first grade willingly accept responsibility for classroom 
chores. With guidance, they should be building the values of responsible 
classroom participation throughout the school day. Their early learnings of 
basic civic values can be extended now by emphasizing the values of fair play 
and good sportsmanship, respect for the rights and opinions of others, and 
respect for rules by which we all must live. 

Again, as in kindergarten, emphasis should be placed on having the 
children solve the social problems and decision-making dilemmas that naturally 
arise in the classroom; for example, problems in sharing scarce supplies or in 
deciding how best to proceed on a group project (such as map making) when a 
dilemma arises. In using this approach, children will learn that problems are a 
normal and recurring feature of social life and that the children themselves have 
the capacity to examine problems. 

Beyond the problems that normally occur in classrooms, corridors, and 
playgrounds, teachers can also introduce value-laden problems for discussion 
through reading stories and fairy tales that pose dilemmas appropriate for 
young children. Through listening to these stories and through the discussions 
and role-playing activities that can follow, children will gain deeper under-
standings of individual responsibility and social behavior. Throughout these 
lessons the teacher’s purpose should be to help children develop those civic 
values that are important in a democratic society. 

Course 
Descriptions 

Grade One 

Standard 1.5. 

Students describe the 

human characteristics 

of familiar places and 

the varied backgrounds 

of American citizens 

and residents in 

those places. 

Standard 1.1. 

Students describe the 

rights and individual 

responsibilities of 

citizenship. 
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Course 
Descriptions 

Grade One 

Standard 1.2. 

Students compare and 

contrast the absolute and 

relative locations of places 

and people and describe 

the physical and/or human 

characteristics of places. 

Chronological and 

Spatial Thinking 4. 

Students use map and 

globe skills to determine 

the absolute locations of 

places and interpret 

information available 

through a map’s or globe’s 

legend, scale, and symbolic 

representations. 

Expanding Children’s Geographic and Economic Worlds 

The children’s growing sense of place and spatial relationships makes 
possible important new geographic learnings in grade one. Unless children are 
new to the area, they probably already have developed a good sense of their 
neighborhood and the places they regularly go to shop, play, and visit with 
family and friends. They are now ready to develop a deeper understanding of 
these places and the interrelationships between these places and the other 
places, both near and far, that supply their needs. 

Regions that are changing provide especially rich opportunities for the 
geographic and economic education of young children. In these places children 
can observe firsthand the changes that are occurring in the landscape, such as 
new shopping malls and freeways, and land-use changes that turn residential 
neighborhoods into commercial areas and rural areas into urban communities. 
Children can also analyze why these changes are happening and how these 
changes are affecting their families and others who live there. 

To develop these geographic learnings, children may construct a three-
dimensional floor or table map of their immediate geographic region. Such an 
activity helps develop children’s observational skills; teaches the concepts of 
geographic scale, distance, and relative location; and clarifies for children the 
spatial relationships among the region’s features. Throughout these activities 
children should consult their textbooks, picture files, and a wide variety of 
books for information about these workplaces and the work people do in them. 

Comparing such a floor or table map to a picture map of this same region 
will help children make the connections between geographic features in the 
field, three-dimensional models of this region, and two-dimensional pictures or 
symbolic maps. Children should observe that the picture-symbol map “tells the 
same story” as the floor model but does so at a smaller scale. They should also 
observe that the picture-symbol map can be hung upright without changing the 
spatial arrangement of these features and without altering their relationships to 
one another; for example, the supermarket is still north of the post office. 
Children must have these critical understandings if they are to read and 
interpret the data that maps represent. These understandings are basic to all 
subsequent map reading and interpretation skills. 

Once children have developed an educated understanding of their 
neighborhood, they are ready to examine its many geographic and economic 
connections with the larger world. This study, therefore, progresses to the 
central post office, through which the letters children mail to relatives and 
friends are routed for delivery here and abroad; to the trucks and railroad lines 
that bring products to this neighborhood for eventual sale in its stores; to an 
industrial region, near or far away, producing one or more needed products, 
such as bricks and building materials for new home construction or clothing for 
the stores; and to the airport or regional harbor that links this place with 
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producers, suppliers, and families throughout the world. Children at this age 
level should understand that the place where they live is interconnected with 
the wider world. 

In these studies the children should be acquiring some basic understanding 
of economics; for example, of the goods and services that people need and want 
and of the specialized work that people do to manufacture, transport, and 
market such goods and services. 

At the same time children should be enjoying literature that brings these 
activities alive and that builds sensitivity toward the many people who work 
together to get their jobs done. Classic stories such as Mike Mulligan and His 
Steam Shovel, Little Toot, and The Little Red Lighthouse and the Great Gray 
Bridge illustrate working together, teach values, and develop empathy. 

Developing Awareness of Cultural Diversity, Now and Long Ago 

This unit of study focuses on many people: people from the children’s own 
families and those of their classmates, people from other cultures, people living 
today, and people from long ago. Through stories of today as well as fairy tales, 
folktales, and legends that open the richness of the past to young children, this 
curriculum helps children to discover the many ways in which people, families, 
and cultural groups are alike as well as those ways in which they differ. 

In developing this literature-enriched unit of study, teachers should draw 
first from the rich fund of literature from those cultures represented among the 
families in the classroom and school. Then, as time allows, teachers can 
introduce literature from other cultures for comparison. 

Throughout this unit opportunities should be provided for children to 
discuss and dramatize these stories, discover their moral teachings, and analyze 
what these stories tell about the culture: its beliefs, customs, ceremonies, 
traditions, social practices, and the like. In addition, children should read 
stories about men and women from diverse cultures who are heroes. 

Among the literary treasures young children can enjoy are fairy tales by the 
Brothers Grimm; Aesop’s Fables; Ethel J. Phelps’s Tatterhood and Other Tales, a 
multicultural collection of traditional folktales and stories in which girls are the 
protagonists; African folktales, including Camille Yarbrough’s Cornrows; 
Japanese stories, including Yoshiko Uchida’s Magic Listening Cap and Taro 
Yashima’s Umbrella; Frances Carpenter’s Tales of a Korean Grandmother; 
American folktales and hero stories, such as Ezra J. Keats’s John Henry: An 
American Legend; selected American Indian tales of California, the Great Plains, 
and the Southwest; and Leo Politi’s stories of Hispanic Los Angeles. By the end 
of grade one, the children should appreciate the power and pleasure of reading. 

Course 
Descriptions 

Grade One 

Standard 1.6. 

Students understand 

basic economic 

concepts and the role 

of individual choice in a 

free-market economy. 

Standard 1.3. 

Students know and 

understand the 

symbols, icons, and 

traditions of the 

United States that 

provide continuity and 

a sense of community 

across time. 

Standard 1.4. 

Students compare and 

contrast everyday life 

in different times and 

places around the 

world and recognize 

that some aspects of 

people, places, and 

things change over time 

while others stay 

the same. 
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Course 
Descriptions 

Grade One 
Content 
Standards 

History–Social Science Standards 

Grade One

A Child’s Place in Time and Space


1.1	 Students describe the rights and individual responsibilities of 
citizenship. 

1. Understand the rule-making process in a direct democracy (everyone 
votes on the rules) and in a representative democracy (an elected 
group of people makes the rules), giving examples of both systems in 
their classroom, school, and community. 

2. Understand the elements of fair play and good sportsmanship, respect 
for the rights and opinions of others, and respect for rules by which 
we live, including the meaning of the “Golden Rule.” 

1.2	 Students compare and contrast the absolute and relative locations of 
places and people and describe the physical and/or human charac
teristics of places. 

1. Locate on maps and globes their local community, California, the 
United States, the seven continents, and the four oceans. 

2. Compare the information that can be derived from a three-dimen�
sional model to the information that can be derived from a picture of 
the same location. 

3. Construct a simple map, using cardinal directions and map symbols. 
4. Describe how location, weather, and physical environment affect the 

way people live, including the effects on their food, clothing, shelter, 
transportation, and recreation. 

1.3	 Students know and understand the symbols, icons, and traditions of 
the United States that provide continuity and a sense of community 
across time. 

1. Recite the Pledge of Allegiance and sing songs that express American 
ideals (e.g., “America”). 

2. Understand the significance of our national holidays and the heroism 
and achievements of the people associated with them. 

3. Identify American symbols, landmarks, and essential documents, 
such as the flag, bald eagle, Statue of Liberty, U.S. Constitution, and 
Declaration of Independence, and know the people and events 
associated with them. 
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1.4	 Students compare and contrast everyday life in different times and 
places around the world and recognize that some aspects of people, 
places, and things change over time while others stay the same. 

1. Examine the structure of schools and communities in the past. 
2. Study transportation methods of earlier days. 
3. Recognize similarities and differences of earlier generations in such 

areas as work (inside and outside the home), dress, manners, stories, 
games, and festivals, drawing from biographies, oral histories, and 
folklore. 

1.5	 Students describe the human characteristics of familiar places and 
the varied backgrounds of American citizens and residents in those 
places. 

1. Recognize the ways in which they are all part of the same community, 
sharing principles, goals, and traditions despite their varied ancestry; 
the forms of diversity in their school and community; and the 
benefits and challenges of a diverse population. 

2. Understand the ways in which American Indians and immigrants 
have helped define Californian and American culture. 

3. Compare the beliefs, customs, ceremonies, traditions, and social 
practices of the varied cultures, drawing from folklore. 

1.6	 Students understand basic economic concepts and the role of 
individual choice in a free-market economy. 

1. Understand the concept of exchange and the use of money to pur�
chase goods and services. 

2. Identify the specialized work that people do to manufacture, 
transport, and market goods and services and the contributions 
of those who work in the home. 

Course 
Descriptions 

Grade One 
Content 

Standards 
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Course 
Descriptions 

Grade Two 

Standard 2.4. 

Students understand basic 

economic concepts and 

their individual roles in 

the economy and 

demonstrate basic 

economic reasoning skills. 

Standard 2.2. 

Students demonstrate map 

skills by describing the 

absolute and relative 

locations of people, places, 

and environments. 

Grade Two—

People Who Make a Difference


Children in the second grade are ready to learn 
about people who make a difference in their 
own lives and who made a difference in the 
past. People who make a difference in the 
child’s world are, first, those who care for him 
or her; second, those who supply the goods and 

services that are necessary for daily life; and third, those extraordinary men and 
women who have made a difference in our national life and in the larger world 
community. 

People Who Supply Our Needs 

This first study develops children’s appreciation of the many people who 
work to supply their daily needs. Emphasis in this unit is given to those who 
supply food: people who grow and harvest food crops on wheat and vegetable 
farms, fruit orchards, or the banana plantations of Central America; dairy 
workers who supply dairy products; and processors and distributors who move 
the food from farm to market. In addition, students should consider the 
interdependence of all these people, consumers and producers, processors and 
distributors, in bringing these foods to market. Students should develop an 
understanding of their roles as consumers in a complex economy. 

In visits to their local market and to a regional central market, if available, 
children should observe and identify the great variety of foods that workers in 
these markets make available to buyers on a daily basis. 

Questions of where these foods come from, who produces them, and how 
they reach these markets give focus to this unit. 

To engage children’s interest and to help them develop an understanding 
of the complex interdependence among many workers in the food industry, 
teachers can guide children in creating three-dimensional maps. Children can 
observe the many linkages between their homes, the markets that supply their 
food, the places where people work to produce their food, and the transpor�
tation systems that move these products from farm to processor to market. 

Picture maps and flowcharts should be introduced to help children analyze 
the sequences and interrelationships in all these activities. Air photos and 
regional maps of the immediate and the extended geographic region can be 
introduced to help children locate the places where these activities occur and 
observe how farmlands, railroads, highways, and urban markets are distributed 
in the geographic landscape. In the course of these geographic learnings, 
children should differentiate between these maps and the globe, understand and 
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use cardinal directions, identify and distinguish between physical geographic 
features in the natural landscape and on maps, and read and interpret map 
symbols with the use of a legend. 

As part of these studies, children should explore such geographic questions 
as the following: How does climate affect the crops a farmer can grow? Why are 
some areas more fertile than others? How do farmers protect their crops against 
untimely frosts or drought? Why is water such an important resource for 
farmers? How do irrigation systems work? What can happen to our food supply 
when any part of the total system breaks down because of a flood or other 
natural disaster or a strike of transportation workers? What can happen to our 
food supply if farmlands are overused or rich farmlands are changed or rezoned 
for urban development? 

Throughout this study children should be developing basic economic 
understandings of human wants and needs, scarcity and choice; the importance 
of specialization in work today and the economic interdependence that results; 
the need for exchange in the market system; and the importance of interna�
tional trade as they learn about bananas from Central America or cocoa 
products from Ghana. 

Comparative studies can be based on episodes drawn from the past— 
episodes, for example, that introduce young children, through stories, to the 
domestication of wild grasses by the early peoples of Mesopotamia; the tools 
and technology people invented long ago to grind their grain and bake their 
bread; and the important invention of the mill for grinding grain, and, much 
later, of refrigeration for preserving food. Specific historic dates are meaningless 
to children of this age, but young children can grasp the drama of humankind’s 
great achievement in taming the wild grasses for a steady food supply and the 
long history of the use of bread products, along with the inventions that have 
made the task of producing food easier and more reliable. To place these events 
in historical sequence, children can differentiate between those that happened 
long long ago, long ago, and yesterday. Children should explore the benefits of 
technology in food production. 

Other comparative studies can center on the foods indigenous to one or 
more of the cultures represented in the classroom group; the production of 
these foods; their use in daily diets, ceremonies, and festivals; and their 
enjoyment by many families in California today. 

Literature should be richly used throughout these studies to bring alive the 
people who produce and who enjoy the fruits of all these labors. Among the 
literary selections to be read to children and to be dramatized by them, when 
appropriate, are the stories of the first Thanksgiving, The Adventures of Johnny 
Appleseed, and a wide selection of folktales, myths, legends, and stories from 
many cultures, Western and non-Western. 

Course 
Descriptions 

Grade Two 

Chronological and 

Spatial Thinking 5. 

Students judge the 

significance of the 

relative location of 

a place (e.g., proximity 

to a harbor, on trade 

routes) and analyze 

how relative advantages 

or disadvantages can 

change over time. 

Chronological and 

Spatial Thinking 1. 

Students place key 

events and people of 

the historical era they 

are studying in a 

chronological sequence 

and within a spatial 

context; they interpret 

time lines. 
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Course 
Descriptions 

Grade Two 

Standard 2.1. 

Students differentiate 

between things that 

happened long ago and 

things that happened 

yesterday. 

Chronological and 

Spatial Thinking 2. 

Students correctly apply 

terms related to time, 

including past, present, 

future, decade, century, 

and generation. 

Standard 2.3. 

Students explain govern-

mental institutions and 

practices in the United 

States and other countries. 

Standard 2.5. 

Students understand the 

importance of individual 

action and character and 

explain how heroes from 

long ago and the recent 

past have made a 

difference in others’ lives. 

Our Parents, Grandparents, and Ancestors from Long Ago 

To understand and appreciate the many ways that parents, grandparents, 
and ancestors have made a difference is the central purpose of this unit of the 
second grade curriculum. Another purpose is to help children develop a 
beginning sense of history through an approach that is understandable and 
interesting to them. 

One way to help children understand how parents and grandparents made 
a difference is to have them construct a family history of their own family, a 
relative’s or neighbor’s family, or a family from books or personal experience. In 
developing these activities, teachers should be sensitive to family privacy and 
protect the wishes of children and parents who prefer not to include their 
families in these activities. Where did the family come from? What was it like 
to live there? Who was in the family then? Do photos or letters from that time 
still exist? When did the family come here? How did they make the trip? Were 
there any adventures? Are there any family legends about the journey? 

Through children’s dictation, later recorded by the teacher in individual 
storybooks, children might tell the story of the family’s transit and its 
adventures getting here. The children might be invited to illustrate the family 
history, either painting or coloring pictures themselves or using photos (if the 
family agrees) to show how the family has changed over one or more 
generations. 

Class discussions can center on the many places, groups, and nations 
represented among classmates. A globe and world map can be used to locate 
places of family origin and to study possible routes followed in getting here. 
Transportation methods of earlier days should be compared with those a family 
traveling today might use. 

Members of children’s families can be invited to tell about the experiences 
of their families. Readings from literature can be shared to help children acquire 
deeper insights into the cultures from which the families came; the stories, 
games, and festivals parents or grandparents might have enjoyed as children; the 
work that children as well as their families would have been expected to do; 
their religious practices; and the dress, manners, and morals expected of family 
members at that time. Comparisons can be drawn with children’s lives today to 
discover how many of these family traditions, practices, and values have carried 
forward to the present and what kinds of changes have occurred. 

People from Many Cultures, Now and Long Ago 

In this unit of study, the children will be introduced to the many people, 
ordinary and extraordinary, who have contributed to their lives and “made a 
difference.” Among the people children should meet are those men and women 
whose contributions can be appreciated by seven-year-olds and whose 
achievements have directly or indirectly touched the children’s lives or the lives 
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of others like themselves. Included, for example, are scientists who have 
found a cure for childhood diseases; scientists and inventors, such as George 
Washington Carver, Marie Curie, Louis Pasteur, Charles Drew, and Thomas 
Edison; authors, musicians, and artists whose works are great favorites of 
children and who have brought beauty into the children’s lives; athletes, such as 
Jackie Robinson, who have brought pleasure to sports fans and who have 
become role models for young people; leaders from all walks of life who have 
helped to solve community problems, worked for better schools, or improved 
living conditions and lifelong opportunities for workers, families, women, and 
children; and children, as well as adults, who have been honored locally for the 
special courage, responsibility, and concern they have displayed in contributing 
to the safety, welfare, and happiness of others. 

Through reading and listening to biographies, children can learn about the 
lives of those from many cultures who have made a difference. They should 
conclude from their studies of this year that people matter: those we know, 
those who lived long ago, and those who help us even though we do not know 
their names. 

Course 
Descriptions 

Grade Two 

Standard 2.3. 

Students explain 

governmental 

institutions and 

practices in the 

United States and 

other countries. 
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Course 
Descriptions 

Grade Two 
Content 
Standards 

History–Social Science Standards 

Grade Two

People Who Make a Difference


2.1	 Students differentiate between things that happened long ago 
and things that happened yesterday. 

1. Trace the history of a family through the use of primary and 
secondary sources, including artifacts, photographs, interviews, 
and documents. 

2. Compare and contrast their daily lives with those of their parents, 
grandparents, and/or guardians. 

3. Place important events in their lives in the order in which they 
occurred (e.g., on a time line or storyboard). 

2.2	 Students demonstrate map skills by describing the absolute and 
relative locations of people, places, and environments. 

1. Locate on a simple letter-number grid system the specific locations 
and geographic features in their neighborhood or community 
(e.g., map of the classroom, the school). 

2. Label from memory a simple map of the North American continent, 
including the countries, oceans, Great Lakes, major rivers, and 
mountain ranges. Identify the essential map elements: title, legend, 
directional indicator, scale, and date. 

3. Locate on a map where their ancestors live(d), telling when the family 
moved to the local community and how and why they made the trip. 

4. Compare and contrast basic land use in urban, suburban, and rural 
environments in California. 

2.3	 Students explain governmental institutions and practices in the 
United States and other countries. 

1. Explain how the United States and other countries make laws, carry 
out laws, determine whether laws have been violated, and punish 
wrongdoers. 

2. Describe the ways in which groups and nations interact with one 
another to try to resolve problems in such areas as trade, cultural 
contacts, treaties, diplomacy, and military force. 
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2.4	 Students understand basic economic concepts and their individual 
roles in the economy and demonstrate basic economic reasoning 
skills. 

1. Describe food production and consumption long ago and today, 
including the roles of farmers, processors, distributors, weather, and 
land and water resources. 

2. Understand the role and interdependence of buyers (consumers) and 
sellers (producers) of goods and services. 

3. Understand how limits on resources affect production and consump�
tion (what to produce and what to consume). 

2.5	 Students understand the importance of individual action and 
character and explain how heroes from long ago and the recent past 
have made a difference in others’ lives (e.g., from biographies of 
Abraham Lincoln, Louis Pasteur, Sitting Bull, George Washington 
Carver, Marie Curie, Albert Einstein, Golda Meir, Jackie Robinson, 
Sally Ride). 

Course 
Descriptions 

Grade Two 
Content 

Standards 
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Course 
Descriptions 

Grade Three 

Chronological and 

Spatial Thinking 1. 

Students place key events 

and people of the historical 

era they are studying in a 

chronological sequence and 

within a spatial context; 

they interpret time lines. 

Standard 3.1. 

Students describe the 

physical and human 

geography and use maps, 

tables, graphs, photo-

graphs, and charts to 

organize information 

about people, places, 

and environments in 

a spatial context. 

Grade Three— 
Continuity and Change 

Although third graders are not ready for a formal 
study of history, they can begin to think about 
continuity and change in their own locality and 
nation. By exploring their locality and locating 
some of the features that were built by people 

who lived long ago, children can make contact with times past and with the 
people whose activities have left their mark on the land. 

Through studies of continuity and change in their locality, children can 
begin to think about chronological relationships and to analyze how some 
things change and others remain the same. To understand changes occurring 
today, children should explore the ways in which their locality continues to 
evolve. Finally, teachers should introduce children to the great legacy of local, 
regional, and national traditions that provide common memories and a shared 
sense of peoplehood for all of us. 

Our Local History: Discovering Our Past and Our Traditions 

Children who have constructed a family history in grade two are now ready 
to think about constructing a history of the place where they live today. 
Children might recall how the decision of their parents or grandparents to 
move to this place made an important difference in their lives. They might 
wonder whether the people who came to this place long ago made a difference, 
too. Discovering who these people were, when they lived here, and how they 
used the land gives children a focus for this first unit. 

Because throughout California the geographic setting has had important 
effects on where and how localities developed, children should begin their 
third-grade studies with the natural landscape. A field trip into the immediate 
environment will establish familiarity with the major natural features and 
landforms of this region. Field trips are especially important if children have 
not had an opportunity before this to explore, observe, and study firsthand 
their local environment. Field trips may be augmented by use of videotapes and 
photographs of the landscapes. Teachers must evaluate carefully whether the 
children have a clear understanding of the mountains, valleys, hills, coastal 
areas, oceans, lakes, desert landscapes, and other natural features of the region. 
One cannot assume that the children have a knowledge of these features simply 
because they live near them. Experience has shown that many children have 
never visited these places, even when these places are not far from their homes. 

An important activity for children in grade three is to learn the topography 
of the local region. In doing the research for this activity, children will develop 
an understanding of the physical setting in which their region’s history has 
unfolded. They will learn to differentiate between major landforms in the 
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landscape. Once the research is completed, children can consider who the first 
people were who lived here, how they used the resources of this region, and in 
what ways they modified the natural environment. 

American Indians who lived in the region should be authentically 
presented, including their tribal identity; their social organization and customs; 
the location of their villages and why they were located here; the structures they 
built and the relationship of these structures to the climate in this place; the 
methods they used to get their food, clothing, tools, and utensils and whether 
they traded with others for any of these things; and their art and folklore. 
Museums that specialize in California Indian cultures are a rich source of 
publications, pictures, and artifacts that can help children appreciate the daily 
lives and the adaptation of these cultures to the environment of the geographic 
region. 

Children are now ready to consider those who came into this region and 
the impact each new group had on those who came before. To organize this 
sequence of events, children should develop a classroom time line by illustrating 
events and placing those illustrations in sequence with a caption under each. 
Depending on the local history, this sequence will include the explorers who 
visited here; the newcomers who settled here; the economy they established; 
their impact on the American Indians of this region; and their lasting marks on 
the landscape, including the buildings, streets, political boundaries, names, 
customs, and traditions that continue today; the people who have continued to 
come to this region; and the rich legacy of cultural traditions that newcomers 
brought with them. 

Children should observe how their community has changed over time and 
also why certain features have remained the same. They should compare the 
kinds of transportation people used long ago, the ways in which people 
provided water for their growing community and farmlands, the sources of 
power long ago, and the kinds of work people engaged in years ago. They 
should discover that the changing history of their locality was, at all stages, 
closely related to the physical geography of this region: its topography, soil, 
water, mineral resources, and relative location. Children should analyze how 
successive groups of settlers made different uses of the land, depending on their 
skills, technology, and values. Children should observe how each period of 
settlement in their locality left its mark on the land, and they should analyze 
how decisions being made today also will leave their effects, good or bad, for 
those who will come after. 

To bring earlier times alive for children, teachers should provide 
opportunities for them to study historical photos and to observe the changes in 
the ways families lived, worked, played, dressed, and traveled. Children should 
have opportunities to role play being an immigrant today and long ago; 
discover how newcomers, including children, have earned their living, now and 
long ago; and analyze why such occupations have changed over time. They 

Course 
Descriptions 

Grade Three 

Standard 3.2. 

Students describe the 

American Indian nations in 

their local region long ago 

and in the recent past. 

Standard 3.3. 

Students draw from 

historical and community 

resources to organize the 

sequence of local historical 

events and describe how 

each period of settlement 

left its mark on the land. 

Standard 3.5. 

Students demonstrate 

basic economic reasoning 

skills and an understanding 

of the economy of the 

local region. 

Research, Evidence, 

and Point of View 1. 

Students differentiate 

between primary and 

secondary sources. 
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Course 
Descriptions 

Grade Three 

Research, Evidence, 

and Point of View 2. 

Students pose relevant 

questions about events 

they encounter in 

historical documents, 

eyewitness accounts, oral 

histories, letters, diaries, 

artifacts, photographs, 

maps, artworks, and 

architecture. 

Chronological and 

Spatial Thinking 3. 

Students explain how the 

present is connected to the 

past, identifying both 

similarities and differences 

between the two, and how 

some things change over 

time and some things stay 

the same. 

Standard 3.4. 

Students understand the 

role of rules and laws in 

our daily lives and the 

basic structure of the 

U.S. government. 

Standard 3.4.6. 

Describe the lives of 

American heroes who 

took risks to secure our 

freedoms . . . 

should observe how a given place, such as Main Street, looked long ago and 
how it looks today. Children can compare changes in their community with 
picture displays provided by the teacher. 

The local community newspaper, the historical society, or other 
community organizations often can provide photos and articles on earlier 
events in the region—stories and pictures that capture for children a sense of 
what it was really like the day the town celebrated its new school, turned out for 
the grand opening of its new railroad station, expanded its harbor, or celebrated 
a town hero. Children should have opportunities to interview “old-timers” in 
their community or to invite them to speak to the class to build appreciation of 
events as seen through the eyes of those who were there. When available, old 
maps can be a source of wonderful discoveries: where the early rancho that once 
occupied this land was located; how streets were laid out in an earlier day and 
how many of them and their names survive today; how boundaries have 
changed over the years and how settlements have grown; how once-open fields 
have changed to dense urban development; how a river or coastline has changed 
in location or size because of a dam constructed upstream, a great earthquake in 
the past, or breakwaters that have been built to change the action of the sea. 

Throughout these studies children should have continuing opportunities to 
enjoy the literature that brings to life the people of an earlier time. The literary 
selections, though not specifically written about their community, should 
illustrate how people lived in the past and convey the way of life of those earlier 
times. 

Finally, in each of these studies, children should be helped to compare the 
past to changes under way today. Are new developments changing their 
community? How do people today earn their living or seek recreation? How are 
people working to protect their region’s natural resources? How do people in 
this community work to influence public policy, elect their city government, 
and participate in resolving local issues that are important to children and their 
families, such as the fate of a local park earmarked for commercial use? 
Children can identify some issues that are important in their immediate 
community. Informed volunteers in community service or elected officials can 
be invited to explain why people volunteer and to describe some of the 
arguments on different sides of an important issue facing the community. 

Our Nation’s History: Meeting People, Ordinary and Extraordinary, 
Through Biography, Story, Folktale, and Legend 

To understand the common memories that create a sense of community 
and continuity among people, children should learn about the classic legends, 
folktales, tall tales, and hero stories of their community and nation. Stories such 
as Ingri and Edgar D’Aulaire’s Christopher Columbus, Joan Sandin’s The Long 
Road to a New Land, Thomas P. Lewis’s Clipper Ship, Barbara Brenner’s Wagon 
Wheels, Elizabeth Shub’s The White Stallion, F. N. Monjo’s The Drinking 
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Gourd, and Barbara Cohne’s Molly’s Pilgrim help students to appreciate those 
who dared to move into unknown regions. Children should listen to 
biographies of the nation’s heroes and of those who took the risk of new and 
controversial ideas and opened new opportunities for many. Such stories 
convey to the children valuable insights into the history of their nation and its 
people; they also help children to understand today’s great movement of 
immigrants into California as a part of the continuing history of their nation. 

Through stories and the celebration of national holidays, children should 
learn the meaning of the nation’s holidays and the symbols that provide 
continuity and a sense of community across time; for example, the flag, the 
eagle, Uncle Sam, and the Statue of Liberty. They should learn the Pledge of 
Allegiance to the flag and the national songs that express American ideals, such 
as “America the Beautiful,” the “Star Spangled Banner,” and “America.” 

Course 
Descriptions 

Grade Three 

Standard 3.4.3. 

Know the histories of 

important local and 

national landmarks, 

symbols, and essential 

documents that create 

a sense of community 

among citizens 

and exemplify 

cherished ideals. 
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Course 
Descriptions 

Grade Three 
Content 
Standards 

History–Social Science Standards 

Grade Three 
Continuity and Change 

3.1	 Students describe the physical and human geography and use maps, 
tables, graphs, photographs, and charts to organize information 
about people, places, and environments in a spatial context. 

1. Identify geographical features in their local region (e.g., deserts, 
mountains, valleys, hills, coastal areas, oceans, lakes). 

2. Trace the ways in which people have used the resources of the 
local region and modified the physical environment (e.g., a dam 
constructed upstream changed a river or coastline). 

3.2	 Students describe the American Indian nations in their local region 
long ago and in the recent past. 

1. Describe national identities, religious beliefs, customs, and various 
folklore traditions. 

2. Discuss the ways in which physical geography, including climate, 
influenced how the local Indian nations adapted to their natural 
environment (e.g., how they obtained food, clothing, tools). 

3. Describe the economy and systems of government, particularly those 
with tribal constitutions, and their relationship to federal and state 
governments. 

4. Discuss the interaction of new settlers with the already established 
Indians of the region. 

3.3	 Students draw from historical and community resources to organize 
the sequence of local historical events and describe how each period 
of settlement left its mark on the land. 

1. Research the explorers who visited here, the newcomers who settled 
here, and the people who continue to come to the region, including 
their cultural and religious traditions and contributions. 

2. Describe the economies established by settlers and their influence on 
the present-day economy, with emphasis on the importance of private 
property and entrepreneurship. 

3. Trace why their community was established, how individuals and 
families contributed to its founding and development, and how the 
community has changed over time, drawing on maps, photographs, 
oral histories, letters, newspapers, and other primary sources. 
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3.4	 Students understand the role of rules and laws in our daily lives and 
the basic structure of the U.S. government. 

1. Determine the reasons for rules, laws, and the U.S. Constitution; 
the role of citizenship in the promotion of rules and laws; and the 
consequences for people who violate rules and laws. 

2. Discuss the importance of public virtue and the role of citizens, 
including how to participate in a classroom, in the community, and 
in civic life. 

3. Know the histories of important local and national landmarks, 
symbols, and essential documents that create a sense of community 
among citizens and exemplify cherished ideals (e.g., the U.S. flag, the 
bald eagle, the Statue of Liberty, the U.S. Constitution, the Declara�
tion of Independence, the U.S. Capitol). 

4. Understand the three branches of government, with an emphasis on 
local government. 

5. Describe the ways in which California, the other states, and sovereign 
American Indian tribes contribute to the making of our nation and 
participate in the federal system of government. 

6. Describe the lives of American heroes who took risks to secure our 
freedoms (e.g., Anne Hutchinson, Benjamin Franklin, Thomas 
Jefferson, Abraham Lincoln, Frederick Douglass, Harriet Tubman, 
Martin Luther King, Jr.). 

3.5	 Students demonstrate basic economic reasoning skills and an 
understanding of the economy of the local region. 

1. Describe the ways in which local producers have used and are using 
natural resources, human resources, and capital resources to produce 
goods and services in the past and the present. 

2. Understand that some goods are made locally, some elsewhere in the 
United States, and some abroad. 

3. Understand that individual economic choices involve trade-offs and 
the evaluation of benefits and costs. 

4. Discuss the relationship of students’ “work” in school and their 
personal human capital. 

Course 
Descriptions 

Grade Three 
Content 

Standards 
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Course 
Descriptions 

The Middle Grades Curriculum 
Grades Four Through Eight 

Developmental Considerations 

The intellectual development of a student undergoes important qualitative 
changes as he or she enters the years of later childhood and early adolescence. 
Later childhood is a time marked by relative harmony in the inner life of the 
child. Intellectually, most students enter this period at the level of Piaget’s 
“concrete operations,” and they negotiate during these years their transition 
into the early stages of logical propositional thinking. 

Students’ thinking during these years becomes increasingly abstract and 
mutidimensional. They are now able to engage in comparative analyses across 
multiple sets of data, reason on the basis of differences among the data, and 
develop and test hypotheses through deductive analysis and the “test of the new 
case.” These are powerful analytical processes that challenge students’ interest 
and attention, but they are skills that must be supported by a wide variety of 
concrete instructional aids, maps, two- and three-dimensional charts for 
organizing data, and time lines. With such aids students will be able to make 
these critical comparisons and draw valid inferences. 

Because of these developing capabilities, students throughout grades four 
through eight can consider a far wider sweep of human affairs. They can reach 
back in time to study specific people and events that contributed to the 
evolution of their own society, its values, and its institutions. They can follow 
with interest the origin and development of major Western and non-Western 
civilizations. In all these studies, however, teachers must recognize the 
limitations on what students in grades four through eight can understand. 
Historical analyses must continue to be grounded in the lives of people and 
events. Specific periods of history must be given the time required to study each 
fully and in depth and to learn about the people and events, ordinary and 
extraordinary, that make these studies exciting. This emphasis on people is 
especially appropriate in grades four through eight, because these are the years 
when early adolescents learn about themselves and about people whose 
experiences and backgrounds are different. 

The course titles and major subtitles for grades four through eight are as 
follows. 

Grade Four—California: A Changing State 
• The Physical Setting: California and Beyond 
• Pre-Columbian Settlements and People 
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• Exploration and Colonial History
• Missions, Ranchos, and the Mexican War for Independence
• Gold Rush, Statehood, and the Westward Movement
• The Period of Rapid Population Growth, Large-Scale Agriculture,

and Linkage to the Rest of the United States 
• Modern California: Immigration, Technology, and Cities 

Grade Five—United States History and Geography: 
Making a New Nation 

• The Land and People Before Columbus 
• Age of Exploration 
•� Settling the Colonies 

– The Virginia Settlement 
– Life in New England 
– The Middle Colonies 

• Settling the Trans-Appalachian West
• The War for Independence
• Life in the Young Republic
• The New Nation’s Westward Expansion
• Linking Past to Present: The American People, Then and Now 

Grade Six—World History and Geography: Ancient Civilizations 
• Early Humankind and the Development of Human Societies 
• The Beginnings of Civilization in the Near East and Africa: 

Mesopotamia, Egypt, and Kush 
• The Foundation of Western Ideas: The Ancient Hebrews and Greeks 
• West Meets East: The Early Civilizations of India and China 
• East Meets West: Rome 

Grade Seven—World History and Geography: 
Medieval and Early Modern Times 

• Connecting with Past Learnings: Uncovering the Remote Past 
• Connecting with Past Learnings: The Fall of Rome 
• Growth of Islam 
• African States in the Middle Ages and Early Modern Times
• Civilizations of the Americas
• China
• Japan
• Medieval Societies: Europe and Japan
•� Europe During the Renaissance, the Reformation, and the Scientific 

Revolution 
• Early Modern Europe: The Age of Exploration to the Enlightenment 
• Linking Past to Present 

Course 
Descriptions 
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Course Grade Eight—United States History and Geography:
Descriptions 

Growth and Conflict 
• Connecting with Past Learnings: Our Colonial Heritage 
• Connecting with Past Learnings: A New Nation 
• The Constitution of the United States 
• Launching the Ship of State 
• The Divergent Paths of the American People: 1800–1850 

– The West 
– The Northeast 
– The South 

• Toward a More Perfect Union: 1850–1879 
• The Rise of Industrial America: 1877–1914 
• Linking Past to Present 

Grade Four—

California: A Changing State


Chronological and The story of California is an important one for
Spatial Thinking 3. fourth-grade students to learn. Not only is
Students explain how the California their home; it is a fascinating study
present is connected to in its own right. The ethnic diversity, the richness
the past, identifying both


similarities and differences of its culture and multiethnic heritage, the

between the two, and how economic energy of its people, and the variety
some things change over of its geographical settings make this state a creative focus of education for
time and some things stay students in the fourth grade.
the same.


The story of California begins in pre-Columbian times, in the culture of 
the American Indians who lived here before the first Europeans arrived. 

Historical The history of California then becomes the story of successive waves of 
Interpretation 1. immigrants from the sixteenth century through modern times and the enduring 
Students summarize the key marks each left on the character of the state. These immigrants include (1) the 
events of the era they are Spanish explorers and the Spanish-Mexican settlers of the Mission and Rancho
studying and explain the 

historical contexts of those period who introduced European plants, agriculture, and a herding economy to 

events. the region; (2) the people from America and around the world who settled here, 
established California as a state, and developed its mining, industrial, and 
agricultural economy; (3) the Asian and other immigrants of the second half of 
the nineteenth century, who provided a new supply of labor for California’s 
railroads, agriculture, and industry and contributed as entrepreneurs and 
innovators, especially in agriculture; (4) the immigrants of the first half of the 
twentieth century, including new arrivals from Latin America and Europe; and 
(5) the many immigrants arriving today from Latin America, the nations of the 
Pacific Basin and Europe, and the continued migration of people from other 
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parts of the United States. Because of their early arrival in the New World, 
blacks have been present throughout much of California’s history, contributing 
to the Spanish exploration of California, the Spanish-Mexican settlement of the 
region, and California’s subsequent development throughout the nineteenth 
and twentieth centuries. 

To bring California history and geography to life for students, teachers 
should emphasize its people in all their ethnic, racial, and cultural diversity. 
Fourth-grade students should learn about the daily lives, adventures, and 
accomplishments of these people and the cultural traditions and dynamic 
energy that have formed the state and shaped its varied landscape. 

In grade four emphasis should also be placed on the regional geography of 
California. Students should analyze how the different regions of the state have 
developed through the interaction of physical characteristics and cultural forces 
and how the landscape of California has provided different resources to 
different people at different times, from the earliest era to the present. 

The Physical Setting: California and Beyond 

Students should locate California on the map and examine its setting on 
the western edge of North America, separated from the more densely settled 
parts of the American heartland by wide desert regions. They should learn to 
identify the mountain ranges, major coastal bays and natural harbors, and 
expansive river valleys and delta regions that are a part of the setting that has 
attracted settlement for tens of thousands of years. 

Pre-Columbian Settlements and People 

California has long been home to a significant percentage of the American 
Indian population. Even in pre-Columbian times, approximately 7 to 10 
percent of the American Indian population lived along the coast, in the river 
valleys, and in the desert areas of California. Students should learn about the 
major language groups of the American Indians and their distribution, social 
organization, economic activities, legends, and beliefs. Students should become 
aware of the extent to which early people of California depended on, adapted 
to, and modified the physical environment by cultivation and the use of sea 
resources. 

Contemporary cities and densely settled areas frequently are located in the 
same areas as these early American Indian settlements, especially on the coasts 
where rivers meet the sea. In analyzing how geographical factors have 
influenced the location of settlements, then and now, students should have an 
opportunity to observe how the past and the present may be linked by similar 
dynamics. 

Course 
Descriptions 

Grade Four 

Historical 

Interpretation 2. 

Students identify the 

human and physical 

characteristics of the 

places they are studying 

and explain how those 

features form the unique 

character of those places. 

Standard 4.1. 

Students demonstrate an 

understanding of the 

physical and human 

geographic features that 

define places and regions 

in California. 

Standard 4.2. 

Students describe the social, 

political, cultural, and 

economic life and 

interactions among people 

of California from the pre-

Columbian societies to the 

Spanish mission and 

Mexican rancho periods. 

Standard 4.2.1. 

Discuss the major nations of 

California Indians, including 

their geographic distribu

tion, economic activities, 

legends, and religious 

beliefs; and describe how 

they depended on, adapted 

to, and modified the 

physical environment by 

cultivation of land and use 

of sea resources. 
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Course 
Descriptions 

Grade Four 

Standard 4.2.3. 

Describe the Spanish 

exploration and coloniza

tion of California, including 

the relationships among 

soldiers, missionaries, and 

Indians (e.g., Juan Crespi, 

Junipero Serra, and Gaspar 

de Portola). 

Standard 4.2.5. 

Describe the daily lives 

of the people, native and 

nonnative, who occupied 

the presidios, missions, 

ranchos, and pueblos. 

Chronological and 

Spatial Thinking 5. 

Students judge the


significance of the


relative location of a


place (e.g., proximity to


a harbor, on trade routes)


and analyze how relative


advantages or disadvantages


can change over time.


Standard 4.3. 

Students explain the 

economic, social, and political 

life in California from the 

establishment of the Bear 

Flag Republic through the 

Mexican-American War, the 

Gold Rush, and the granting 

of statehood. 

Exploration and Colonial History 

In this unit students will learn about the Spanish exploration of the New 
World and the colonization of New Spain. Attention should be paid to motives 
for colonization, especially those that brought Spanish soldiers and missionaries 
northward from Mexico City to Alta California. The stories of Junipero Serra, 
Juan Crespi, and Gaspar de Portolá should be told. The presence of black 
explorers and soldiers in the earliest Spanish expeditions by sea and land and 
the participation of Spaniards, Mexicans, and blacks in the founding of the 
Alta California settlements should be noted. In mapping these routes and 
settlements, students should observe that access to California was difficult 
because of the physical barriers of mountains, deserts, and ocean currents. 

Missions, Ranchos, and the Mexican War for Independence 

One reason for the Spanish settling in California was to bring Christianity 
to the native peoples. Students should understand how the introduction of 
Christianity affected native cultures. Students should understand the 
geographical factors involved in locating the missions so that some were close 
enough to be a long day’s walk or horseback ride apart and that they were 
situated along native pathways near sources of water. Presidios were erected by 
the colonial governors on sites that could be defended. Cattle ranches and 
agricultural villages were developed around the missions and presidios. 
European plants, agriculture, and a herding economy were introduced to the 
region. 

To bring the history of this period to life, teachers should emphasize the 
daily lives of the people who occupied the ranchos, missions, presidios, 
haciendas, and pueblos. Reading literature; making field trips to a mission or 
Early California home; singing songs; and dramatizing a rodeo, fiesta, or 
trading day when Yankee clipper ships arrived to trade for California hides and 
tallow will bring this period alive. The Mexican War for Independence should 
be studied and discussed. What changes did Mexico’s independence from Spain 
bring to Alta California? By analyzing California’s geography, students will see 
how the natural barriers and remoteness of the region influenced settlement 
patterns during this period. 

Gold Rush, Statehood, and the Westward Movement 

By developing a time line, students will be able to put into chrono°
logical order four events that changed the course of California history: the 
establishment of the Bear Flag Republic, the Mexican-American War, the 
Gold Rush, and California’s admission to statehood in 1850. These events 
should be studied, discussed, and analyzed. Students should learn how gold 
was discovered and how news of the discovery spread throughout the world. 
Reading about the travels of Jedediah Smith, James Beckwourth, John C. 
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Fremont, and the Bidwell and Donner parties should help students appreciate 
the hardships of the overland journey to California. Comparisons should be 
made with those who took the Panama route and those who came around Cape 
Horn by ship. The arrivals of Asians, Latin Americans, and Europeans should 
be noted. To bring this period of life, students should sing the songs and read 
the literature of the day, including newspapers. They might dramatize a day in 
the goldfields and compare the life and fortunes of a gold miner with those of 
traders in the gold towns and merchants in San Francisco. 

Students should consider how the Gold Rush changed California by 
bringing sudden wealth to the state; affecting its population, culture, and 
politics; and instantly transforming San Francisco from a small village in 1847 
to a bustling city in 1849. On the negative side, the Gold Rush robbed many of 
California’s earlier settlers of their land grants and property rights and caused 
irreparable environmental destruction through the system of hydraulic mining 
that was introduced in the 1850s. Students should learn about women who 
helped to build California during these years, such as Bernarda Ruiz and Biddy 
Mason. Comparisons can be made between governments during the Spanish 
and Mexican periods and after California became a state. California’s state 
constitution and the government it created should be introduced. 

The Period of Rapid Population Growth, Large-Scale Agriculture, 
and Linkage to the Rest of the United States. 

The years following 1850 brought important changes to California. The 
Pony Express, the Overland Mail Service, and the telegraph service linked 
California with the East. The completion of the transcontinental railroad in 
1869 linked California with the rest of the nation. With the help of topo°
graphic maps, students can follow the “sledge and shovel army” of Irish workers 
who laid the tracks westward across the Great Plains and the legions of Chinese 
workers who forged eastward from Sacramento through the towering Sierra 
Nevada mountains, digging tunnels and building bridges with daring skill. 
Completion of the railroad opened a flourishing trade between the Orient and 
eastern cities and brought thousands of new settlers to California. Students 
should analyze the growing hostilities toward the large Chinese labor force in 
California during the 1870s that led to the Chinese Exclusion Act of 1882. 

The invention of the refrigerated railroad car opened eastern markets to 
California fruit and produce. Students should examine the special significance 
of water in a state in which agricultural wealth depends on cultivating dry 
regions with their longer growing seasons and warmer weather. Students should 
examine the reclamation of California’s marshlands west of the Sierra Nevada 
and the great engineering projects that bring water to the Central Valley and 
the semiarid south. Students should also examine the continuing conflicts over 
water rights. 

Course 
Descriptions 

Grade Four 

Research, Evidence, 

and Point of View 3. 

Students distinguish fact 

from fiction by comparing 

documentary sources 

on historical figures and 

events with fictionalized 

characters and events. 

Standard 4.5. 

Students understand the 

structures, functions, and 

powers of the local, state, 

and federal governments 

as described in the 

U.S. Constitution. 

Standard 4.4. 

Students explain how 

California became an 

agricultural and industrial 

power, tracing the 

transformation of the 

California economy and 

its political and cultural 

development since 

the 1850s. 
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Course As California became home to diverse groups of people, its culture reflected
Descriptions 

a mixture of influences from Central America; South America; eastern, 

Grade Four	
southern, and western Asia; and Europe. Students can compare the many 
cultural and economic contributions these diverse populations have brought to 
California and can make the same comparisons for California today. 

Modern California: Immigration, Technology, and Cities 

Standard 4.4. Students in grade four should learn about the development of present-day 

Students explain how 
California with its commerce, large-scale commercial agriculture, communica-

California became an tions industry, aerospace technology, and important trade links to nations of 
agricultural and industrial the Pacific Basin and other parts of the world. Since the beginning of World 
power, tracing the War II, California has changed from an underdeveloped, resource-producing
transformation of the 

California economy and 
area to an industrial giant. Students might analyze how California’s industrial 

its political and cultural development was strengthened after the war by the building of an extensive 
development since freeway system and water projects, including canals, dams, reservoirs, and 
the 1850s. power plants, to support the growing population and its need for electrical 

power. Students should examine the impact of these engineering projects on 
California’s wild rivers and watersheds and the long-term consequences of 
California’s heavy overdraft on its ground water resources. Students should 
understand the role of labor in industry and agriculture, including how 
Cesar Chavez, through nonviolent tactics, educated the general public about 
the working conditions in agriculture and led the movement to improve the 
lives of farmworkers. 

Historical During this time California also developed a public education system, 
Interpretation 4. including universities and community colleges, which became a model for the 
Students conduct nation. Students should be helped to see how good public education opens new 
cost-benefit analyses opportunities for immigrant youths as well as native-born residents. They
of historical and current 

should analyze how California’s leadership in computer technology, science, the
events. 

aerospace industry, agricultural research, economic development, business, and 
industry depends on strong public education for all. 

Students should explore the relationship between California’s economic 
and population growth in the twentieth century and its geographical location 
and environmental factors. They should look for the linkages between 
California’s location in the Pacific Basin and the sources of recent immigration 

Standard 4.5.4. to the state. They should examine California’s growing trade with nations of 
Explain the structures the Pacific Basin and analyze how California’s port cities, economic 
and functions of state development, and cultural life benefit from this trade.
governments, including the 

This unit will conclude with an examination of some of the unresolvedroles and responsibilities 
problems facing California today and the efforts of concerned citizens who areof their elected officials. 

seeking to address these issues. 
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History–Social Science Standards Course 
Descriptions 

Grade Four Grade Four 
ContentCalifornia: A Changing State Standards 

4.1	 Students demonstrate an understanding of the physical and human 
geographic features that define places and regions in California. 

1. Explain and use the coordinate grid system of latitude and longitude 
to determine the absolute locations of places in California and on 
Earth. 

2. Distinguish between the North and South Poles; the equator and the 
prime meridian; the tropics; and the hemispheres, using coordinates 
to plot locations. 

3. Identify the state capital and describe the various regions of Califor°
nia, including how their characteristics and physical environments 
(e.g., water, landforms, vegetation, climate) affect human activity. 

4. Identify the locations of the Pacific Ocean, rivers, valleys, and 
mountain passes and explain their effects on the growth of towns. 

5. Use maps, charts, and pictures to describe how communities in 
California vary in land use, vegetation, wildlife, climate, population 
density, architecture, services, and transportation. 

4.2	 Students describe the social, political, cultural, and economic 
life and interactions among people of California from the 
pre-Columbian societies to the Spanish mission and Mexican 
rancho periods. 

1. Discuss the major nations of California Indians, including their 
geographic distribution, economic activities, legends, and religious 
beliefs; and describe how they depended on, adapted to, and modi°
fied the physical environment by cultivation of land and use of sea 
resources. 

2. Identify the early land and sea routes to, and European settlements 
in, California with a focus on the exploration of the North Pacific 
(e.g., by Captain James Cook, Vitus Bering, Juan Cabrillo), noting 
especially the importance of mountains, deserts, ocean currents, and 
wind patterns. 

3. Describe the Spanish exploration and colonization of California, 
including the relationships among soldiers, missionaries, and Indians 
(e.g., Juan Crespi, Junipero Serra, Gaspar de Portola). 

4. Describe the mapping of, geographic basis of, and economic factors 
in the placement and function of the Spanish missions; and under-
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Course stand how the mission system expanded the influence of Spain and
Descriptions 

Catholicism throughout New Spain and Latin America. 

Grade Four 
5. Describe the daily lives of the people, native and nonnative, who 

Content occupied the presidios, missions, ranchos, and pueblos. 
Standards 6. Discuss the role of the Franciscans in changing the economy of 

California from a hunter-gatherer economy to an agricultural 
economy. 

7. Describe the effects of the Mexican War for Independence on 
Alta California, including its effects on the territorial boundaries 
of North America. 

8. Discuss the period of Mexican rule in California and its attributes, 
including land grants, secularization of the missions, and the rise of 
the rancho economy. 

4.3	 Students explain the economic, social, and political life in California 
from the establishment of the Bear Flag Republic through the 
Mexican-American War, the Gold Rush, and the granting of 
statehood. 

1. Identify the locations of Mexican settlements in California and 
those of other settlements, including Fort Ross and Sutter’s Fort. 

2. Compare how and why people traveled to California and the 
routes they traveled (e.g., James Beckwourth, John Bidwell, 
John C. Fremont, Pio Pico). 

3. Analyze the effects of the Gold Rush on settlements, daily life, 
politics, and the physical environment (e.g., using biographies 
of John Sutter, Mariano Guadalupe Vallejo, Louise Clapp). 

4. Study the lives of women who helped build early California 
(e.g., Biddy Mason). 

5. Discuss how California became a state and how its new government 
differed from those during the Spanish and Mexican periods. 

4.4	 Students explain how California became an agricultural and indus
trial power, tracing the transformation of the California economy 
and its political and cultural development since the 1850s. 

1. Understand the story and lasting influence of the Pony Express, 
Overland Mail Service, Western Union, and the building of the 
transcontinental railroad, including the contributions of Chinese 
workers to its construction. 

2. Explain how the Gold Rush transformed the economy of California, 
including the types of products produced and consumed, changes in 
towns (e.g., Sacramento, San Francisco), and economic conflicts 
between diverse groups of people. 
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3. Discuss immigration and migration to California between 1850 and 
1900, including the diverse composition of those who came; the 
countries of origin and their relative locations; and conflicts and 
accords among the diverse groups (e.g., the 1882 Chinese Exclusion 
Act). 

4. Describe rapid American immigration, internal migration, settlement, 
and the growth of towns and cities (e.g., Los Angeles). 

5. Discuss the effects of the Great Depression, the Dust Bowl, and 
World War II on California. 

6. Describe the development and locations of new industries since the 
nineteenth century, such as the aerospace industry, electronics 
industry, large-scale commercial agriculture and irrigation projects, 
the oil and automobile industries, communications and defense 
industries, and important trade links with the Pacific Basin. 

7. Trace the evolution of California’s water system into a network of 
dams, aqueducts, and reservoirs. 

8. Describe the history and development of California’s public educa°
tion system, including universities and community colleges. 

9. Analyze the impact of twentieth-century Californians on the nation’s 
artistic and cultural development, including the rise of the entertain°
ment industry (e.g., Louis B. Mayer, Walt Disney, John Steinbeck, 
Ansel Adams, Dorothea Lange, John Wayne). 

4.5	 Students understand the structures, functions, and powers 
of the local, state, and federal governments as described in the 
U.S. Constitution. 

1. Discuss what the U.S. Constitution is and why it is important 
(i.e., a written document that defines the structure and purpose 
of the U.S. government and describes the shared powers of federal, 
state, and local governments). 

2. Understand the purpose of the California Constitution, its key 
principles, and its relationship to the U.S. Constitution. 

3. Describe the similarities (e.g., written documents, rule of law, consent 
of the governed, three separate branches) and differences (e.g., scope 
of jurisdiction, limits on government powers, use of the military) 
among federal, state, and local governments. 

4. Explain the structures and functions of state governments, including 
the roles and responsibilities of their elected officials. 

5. Describe the components of California’s governance structure 
(e.g., cities and towns, Indian rancherias and reservations, counties, 
school districts). 

Course 
Descriptions 

Grade Four 
Content 

Standards 
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Course 
Descriptions 

Grade Five 

Historical 

Interpretation 1. 

Students summarize the 

key events of the era they 

are studying and explain 

the historical contexts 

of those events. 

Research, Evidence, 

and Point of View 1. 

Students differentiate 

between primary and 

secondary sources. 

Standard 5.1. 

Students describe the major 

pre-Columbian settlements, 

including the cliff dwellers 

and pueblo people of the 

desert Southwest, the 

American Indians of the 

Pacific Northwest, the 

nomadic nations of the 

Great Plains, and the 

woodland peoples east 

of the Mississippi River. 

Standard 5.2. 

Students trace the routes 

of early explorers and 

describe the early 

explorations of the 

Americas. 

Standard 5.4. 

Students understand the 

political, religious, social, and 

economic institutions that 

evolved in the colonial era. 

Grade Five—

United States History and Geography:

Making a New Nation


This course for grade five presents the story of 
the development of the nation, with emphasis on 
the period up to 1850. This course focuses on one 
of the most remarkable stories in history: the 

creation of a new nation, peopled by immigrants from all parts of the globe and 
governed by institutions founded on the Judeo-Christian heritage, the ideals of 
the Enlightenment, and English traditions of self-government. This experiment 
was inspired by the innovative dream of building a new society, a new order for 
the ages, in which the promises of the Declaration of Independence would be 
realized. 

Wherever possible, events should be seen through the eyes of participants 
such as explorers, American Indians, colonists, free blacks and slaves, children, 
or pioneers. The narrative for the year must reflect the experiences of different 
racial, religious, and ethnic groups. 

The Land and People Before Columbus 

In this unit students examine major pre-Columbian settlements: the cliff 
dwellers and pueblo people of the desert Southwest; the American Indians of the 
Pacific Northwest; the nomadic tribes of the Great Plains; and the woodland 
peoples east of the Mississippi. Students should learn how these people adjusted 
to their natural environment; developed an economy and system of government; 
and expressed their culture in art, music, and dance. Students should be 
introduced to the rich mythology and literature of American Indian cultures. 

Age of Exploration 

In this unit students will concentrate on European explorers who sought 
trade routes, economic gain, adventure, national glory, and “the greater glory 
of God.” Tracing the routes of these explorers on the globe should encourage 
discussion of Europe’s innovative use of technological developments that were 
invented by other civilizations that made this age of exploration possible: the 
compass, the astrolabe, and seaworthy ships. Students might imagine how these 
explorers and their crews might have felt when they left charted seas to explore 
the unknown. What happened when they encountered indigenous people? How 
were they received when they returned home not with exotic spices and silk, but 
with native people, animals, plants, and even gold? 

Settling the Colonies 

A brief survey should be made of French, Portuguese, and Spanish 
colonization in the New World. Major emphasis should then be placed on the 
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English colonies, where the political values and institutions of the new nation 
were shaped. 

The Virginia Settlement. In light of the failure of its predecessors, the 
settlement of Jamestown was a risky venture. The struggle to survive was lead 
by Captain John Smith, who refused food to laggards. He directed the digging 
of wells, the planting of crops, and the construction of shelter. The economy at 
Jamestown was perilous until John Rolfe introduced West Indian tobacco, 
which became the foundation of the plantation economy. Students can explore 
the implications of this event. Why was tobacco grown on large plantations? 
What type of work force was required? What was an indentured servant? What 
was the social life of the plantation? 

Students will learn of the first Africans who were brought to the colony in 
1619. During the seventeenth century some Africans were indentured, some 
were enslaved, and some were free. Changing economic conditions increasingly 
caused tobacco planters to turn to slavery as a major source of reliable though 
costly labor. Map study will clarify the eighteenth-century Atlantic trade that 
linked Africa, the West Indies, the British colonies, and Europe. Students 
should use their growing sense of historical empathy to imagine how these 
young men and women from Africa felt, having been stolen from their families, 
carried across the ocean in a brutal voyage to a strange land, and then sold into 
bondage. This is an appropriate time to reflect on the meaning of slavery both 
as a legal institution and as an extreme violation of human rights. Original 
documents such as brief excerpts from slave narratives and from southern 
statutes and laws concerning the treatment of slaves should be used. 

In their study of Virginia, students should understand the importance of 
the House of Burgesses as the first representative assembly in the colonies. Who 
was allowed to vote? Who was excluded? They also should learn the meaning of 
the established church. 

Life in New England. New England provided a dramatic contrast with the 
southern colonies. This was a region settled by two groups of Puritans who 
sought a life based on their religious beliefs: the separatist Pilgrims who broke 
with the Church of England and the Puritans who sought to reform the church 
from within. 

The story of the Pilgrims begins with their flight from England in search of 
religious freedom, their temporary haven in the Netherlands, and their voyage 
to the New World aboard the Mayflower. The Pilgrims’ religious beliefs and 
their persecution by the Church of England should be fully discussed. After an 
arduous trip, they joined in signing the Mayflower Compact, a first step toward 
self-government. In keeping with the times, women were not asked to sign. 
Why not? This is an opportunity to discuss what self-government means and to 
reflect on the importance of the right to vote. 

Life in the new land was hard, and at first the Indians aided the settlers. In 
time the Pilgrim colonies became well established despite bloody conflicts with 

Course 
Descriptions 

Grade Five 

Historical 

Interpretation 2. 

Students identify the 

human and physical 

characteristics of the 

places they are studying 

and explain how those 

features form the unique 

character of those places. 

Standard 5.4.6. 

Describe the introduction 

of slavery into America, 

the responses of slave 

families to their condition, 

the ongoing struggle 

between proponents and 

opponents of slavery, 

and the gradual 

institutionalization of 

slavery in the South. 

Research, Evidence, 

and Point of View 2. 

Students pose relevant 

questions about events 

they encounter in 

historical documents, 

eyewitness accounts, oral 

histories, letters, diaries, 

artifacts, photographs, 

maps, artworks, and 

architecture. 

Standard 5.4.3. 

Describe the religious 

aspects of the earliest 

colonies (e.g., Puritanism 

in Massachusetts, 

Anglicanism in Virginia, 

Catholicism in 

Maryland, Quakerism 

in Pennsylvania). 
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Course 
Descriptions 

Grade Five 

Standard 5.4.2. 

Identify the major individuals 

and groups responsible for 

the founding of the various 

colonies and the reasons for 

their founding (e.g., John 

Smith, Virginia; Roger 

Williams, Rhode Island; 

William Penn, Pennsylvania; 

Lord Baltimore, Maryland; 

William Bradford, Plymouth; 

John Winthrop, Massachu

setts). 

Standard 5.3. 

Students describe the 

cooperation and conflict 

that existed among the 

American Indians and 

between the Indian nations 

and the new settlers. 

the indigenous people. Students should learn about the political, religious, 
economic, and social life of the colonies. They should be helped to envision the 
simple homes and the rigors of each day. They should analyze the work of men, 
women, and children and see how butter was churned, cloth was dyed, and 
soap and candles were made; they should see the hornbooks from which 
children learned their ABCs. By dramatizing a day in a colonial school, students 
will gain an understanding of the children’s lives in this period, the way they 
learned, and disciplinary practices of that time. 

The story of the Puritans is equally important in light of their enduring 
influence on American literature, education, and attitudes toward life and 
work. Inspired by their religious zeal, Puritans sought to establish a new Zion, 
“a city upon a hill,” where they might live out their religious ideals. Led by 
John Winthrop, they founded the city of Boston and within ten years had 
opened Harvard College and the first common school in Massachusetts. They 
valued hard work, social obligation, simple living, and self-governing 
congregations. Their religious views shaped their way of life, their clothing, 
their laws, their forms of punishment, their education practices, and their 
institutions of self-government. While they came in pursuit of freedom of 
religion, however, the Puritans were intolerant of dissent. The stories of Anne 
Hutchinson and Roger Williams are milestones in the development of religious 
freedom in Connecticut and Rhode Island. 

The Middle Colonies. The colonies of New Amsterdam, New Jersey, 
Pennsylvania, Maryland, and Delaware provided havens for a wide variety of 
ethnic, linguistic, and religious groups, including English, Dutch, Swedish, 
German, Irish, Scottish, Catholic, and Jewish settlers. Special attention should 
be paid to Pennsylvania, where William Penn founded a Quaker colony that 
practiced religious freedom and representative government. Industrious 
farmers, fur traders, skilled craftspersons, merchants, bankers, shipbuilders, and 
overseas traders made the colony prosperous. 

Geographic factors enabled the middle colonies to thrive and contributed 
to the development of New York and Philadelphia as busy seaports. Excerpts 
from Benjamin Franklin’s Autobiography, his annual Poor Richard’s Almanac, 
and his story “The Whistle” as well as Margaret Cousins’s Ben Franklin of Old 
Philadelphia should give students a sense of these times. 

Settling the Trans-Appalachian West 

Biographies of Daniel Boone will introduce children to English forays into 
the French territory west of the Appalachian Mountains and to the French and 
Indian War, in which Boone served. Students should learn about the 
importance of the war, in shattering French power in North America. The 
English attempt to reserve the land west of the Appalachians for the inland 
Indian nations failed. Students should follow the exploits of pathfinders such as 
Daniel Boone and read about the settlers who followed his trail over the 
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Cumberland Gap into Kentucky. They should consider the viewpoint of the 
American Indians who occupied these same lands and read about the conflicts 
between the Indians and Kentucky settlers that followed the outbreak of the 
Revolutionary War. This frontier period is rich in biographies, tall tales, 
legends, songs, and handicrafts that help to make this period vivid for students. 

The War for Independence 

Events leading to the Revolutionary War should be presented as a dramatic 
story. Each effort by the British to impose their will on the colonies resulted in 
a strong counterreaction and a growing spirit of independence. Students should 
become familiar with the Stamp Act of 1765 and the outraged colonial reaction 
to it; the Townshend Acts that again stirred protest and led to the Boston 
Massacre; and the tax on tea that provoked the Boston Tea Party. Parliament’s 
efforts to repress dissent led to the first Continental Congress of 1774 and the 
Committees of Correspondence that established communication among the 
colonies and developed a national consciousness. 

In discussing the conflict, students should read excerpts from speeches in 
the Parliament by William Pitt and Edmund Burke, whose pleas for modera°
tion were ignored. Students should realize that some colonists remained loyal to 
King George III. Major events in the Revolution should be vividly described, 
including the battles of Bunker Hill, Lexington, and Concord; the selection of 
George Washington to command the army; and Patrick Henry’s famous appeal 
to his fellow legislators to support the fight. The role of free blacks in the 
battles of the American Revolution should be considered. Students should learn 
about Abigail Adams, Molly Pitcher, Nathan Hale, and Benedict Arnold; and 
they should understand the significance of the events at Valley Forge, the 
alliance with France, and the final battle at Yorktown. 

As the war began, young Thomas Jefferson drafted the Declaration of 
Independence with its idealistic statements that all men are created equal and 
that governments derive their just power from the consent of the governed. 
Students should understand the courage required of those who signed this 
document because they risked their lives and property. Many Americans 
realized for the first time the contradiction between these ideals and slavery. 
After the war the northeastern and middle Atlantic states abolished slavery, and 
the Northwest Ordinance of 1787 banned slavery from the new territories 
north of the Ohio River. The antislavery movement did not, however, 
significantly affect the South, where nine out of ten American slaves lived. 

To deepen their understanding of this period, students should read biogra°
phies of leaders such as George Washington, Thomas Jefferson, and Benjamin 
Franklin; they should also read Ralph Waldo Emerson’s “Concord Hymn,” 
Henry Wadsworth Longfellow’s “Paul Revere’s Ride,” and fine historical fiction 
such as Esther Forbes’s Johnny Tremain, Patricia Clapp’s I’m Deborah Sampson: 
A Soldier in the War of the Revolution, and James L. Collier’s My Brother Sam Is 
Dead. 

Course 
Descriptions 

Grade Five 

Standard 5.5. 

Students explain the 

causes of the American 

Revolution. 

Historical 

Interpretation 3. 

Students identify and 

interpret the multiple 

causes and effects of 

historical events. 

Standard 5.6. 

Students understand 

the course and 

consequences of the 

American Revolution. 

Research, Evidence, 

and Point of View 3. 

Students distinguish fact 

from fiction by comparing 

documentary sources on 

historical figures and 

events with fictionalized 

characters and events. 
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Course 
Descriptions 

Grade Five 

Standard 5.7. 

Students describe the 

people and events 

associated with the 

development of the 

U.S. Constitution and 

analyze the Constitution’s 

significance as the foun

dation of the American 

republic. 

Standard 5.3.4. 

Discuss the role of broken 

treaties and massacres and 

the factors that led to the 

Indians’ defeat, including 

the resistance of Indian 

nations to encroachments 

and assimilation (e.g., the 

story of the Trail of Tears). 

Standard 5.8. 

Students trace the 

colonization, immigration, 

and settlement patterns of 

the American people from 

1789 to the mid-1800s, 

with emphasis on the role 

of economic incentives, 

effects of the physical and 

political geography, and 

transportation systems. 

Life in the Young Republic 

In this unit students examine the daily lives of those who built the young 
republic under the new Constitution. Between 1789 and 1850, new waves of 
immigrants arrived from Europe, especially English, Scots-Irish, Irish, and 
Germans. Traveling by overland wagons, canals, flatboats, and steamboats, 
these newcomers advanced into the fertile Ohio and Mississippi valleys and 
through the Cumberland Gap to the South. Students should sing the songs of 
the boatmen and pioneers and read the tall tales of legendary figures such as 
Mike Fink and Paul Bunyan. They should read Ingri and Edgar D’Aulaire’s 
Abraham Lincoln, which describes his boyhood in Illinois during this period, 
and books such as Enid Meadowcroft’s By Wagon and Flatboat. They should 
learn about the Louisiana Purchase and the expeditions of Lewis and Clark 
and of John C. Fremont. 

Students should learn about the resistance of American Indian tribes to 
encroachments by settlers and about the government’s policy of Indian removal 
to lands west of the Mississippi. Students can study these events by reading the 
biographies of leaders such as Chief Tecumseh of the Shawnee, Chief John Ross 
of the Cherokee tribe, and Chief Osceola of the Seminole tribe, as well as the 
tragic story of the Cherokees’ “Trail of Tears.” 

The New Nation’s Westward Expansion 

In this unit students examine the advance of pioneer settlements beyond 
the Mississippi. The flow of migration westward included grizzled fur traders 
and mountain men, settlers heading for Texas, Mormon families on their way 
to the new Zion in Utah, midwestern farmers moving to western Oregon’s 
fertile valleys, and forty-niners bound for the Mother Lode region of California. 
Not to be forgotten are the whalers, New England sailors engaged in the hide 
and tallow trade with California, and sea traders in furs (sea otter and seal) who 
plied their clipper ships around Cape Horn and westward to the Pacific. 

This is a period rich with folk songs and sea chanteys, folklore, tall tales, 
and the journals and diaries that bring this period to life. Students might 
dramatize the experience of moving west to Oregon by wagon train. Excerpts 
from Francis Parkman’s The Oregon Trail and from children’s literature will 
help the children understand how the expeditions were organized, how a trail 
was scouted, where the trail ran, and what physical dangers the pioneers faced: 
raging rivers, parched deserts, sandstorms and snowstorms, and lack of water or 
medicine. Students should understand the resistance of American Indians to 
encroachments by other people, and internecine Indian conflicts, including the 
competing claims for control of lands. 

Students should compare this trail with the California overland trail, the 
trail to Santa Fe, and the trail to Texas, comparing each time the purpose of the 
journey; where the trail ran; the influence of geographic terrain, rivers, 



69 

vegetation, and climate; and life in the territories at the end of these trails. 
Students should compare these westward migrations with the continuing 
northward migrations of Mexican settlers into these great Mexican territories 
of the West and the South-west. While learning about life on the trail, students 
should discuss the reactions of the American Indians to the increasing 
migration and the reasons for their growing concern. 

Pioneer women played varied roles in coping with the rigors of daily life 
on the frontier. Biographies, journals, and diaries disclose the strength and 
resourcefulness of pioneer women who helped to farm the land and worked as 
missionaries, teachers, and entrepreneurs. Many slave women gained their 
freedom in the West. In recognition of the new status that western women 
achieved, Wyoming in 1869 became the first state to grant suffrage to women. 

Maps should be used to explain how and when California, Texas, and 
other western lands became part of the United States. Settlement was followed 
by battles for independence. The war with Mexico led to cession of these 
territories, which then became states. These events provide important opportu°
nities to focus on the Hispanic people of California and the Southwest, on the 
effects of these events on their lives, and on their distinctive contributions to 
American culture. Students should also learn how the Oregon boundary 
conflict was settled by negotiation with England and how that territory 
became a state. 

Linking Past to Present: The American People, Then and Now 

In this unit students examine the contributions of the different groups that 
built the American nation and, in the process, became a new people. Students 
should understand that we are a people of many races, many religions, and 
many different national origins and that we live under a common governmental 
system. While this unit does not include a formal study of the Civil War, 
students should realize how and when slavery was brought to an end in the 
United States. They should also learn about the significant contributions that 
black men and women made to the economic, political, and cultural develop°
ment of the nation, including its music, literature, art, science, medicine, 
technology, and scholarship. 

Students should learn about the successive waves of new immigration over 
the years from 1850 until today. Each wave brought new people, new skills, 
and new cultural contributions to the development of the nation. Immigrants 
came from Ireland, Germany, Sweden, Norway, Italy, Russia, Poland, 
Hungary, China, Japan, the Philippines, the West Indies, Mexico, Greece, 
India, Cuba, and eventually from every direction around the globe. Immigrants 
farmed the plains, introduced new arts and crafts, built the railroads, developed 
the great southwestern mines, manned the construction industry and the steel 
industry, fueled the nation’s industrial growth, wrote great literature and music, 
produced brilliant scientists, created the entertainment industry, and provided 

Course 
Descriptions 

Grade Five 

Chronological and 

Spatial Thinking 5. 

Students judge 

the significance of the 

relative location of a 

place (e.g., proximity to a 

harbor, on trade routes) 

and analyze how relative 

advantages or disadvan

tages can change 

over time. 

Chronological and 

Spatial Thinking 1. 

Students place key events 

and people of the 

historical era they are 

studying in a chronological 

sequence and within a 

spatial context; they 

interpret time lines. 

Chronological and 

Spatial Thinking 3. 

Students explain how the 

present is connected to 

the past, identifying both 

similarities and differences 

between the two, and 

how some things change 

over time and some 

things stay the same. 

Standard 5.8.1. 

Discuss the waves of 

immigrants from Europe 

between 1789 and 1850 

and their modes of 

transportation into the 

Ohio and Mississippi 

Valleys and through the 

Cumberland Gap 

(e.g., overland wagons, 

canals, flatboats, 

steamboats). 
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Course 
Descriptions 

Grade Five 

Historical 

Interpretation 4. 

Students conduct cost-

benefit analyses of 

historical and current 

events. 

Standard 5.7.5. 

Discuss the meaning of the 

American creed that calls 

on citizens to safeguard 

the liberty of individual 

Americans within a unified 

nation, to respect the rule 

of law, and to preserve the 

Constitution. 

human resources to transform the nation’s economic, cultural, and social life. 
Students should identify the immigrants’ countries of origin and locate the 
regions of the nation where they settled. 

To understand the human side of the great drama of migration, students 
should read literature such as Russell Freedman’s Immigrant Kids, Marietta 
Moskin’s Waiting for Mama, Marilyn Sachs’s Call Me Ruth, Karen Branson’s 
Streets of Gold, Leonard Fisher’s Across the Sea from Galway, and Charlene 
Talbot’s An Orphan for Nebraska. They should see similar dramas re-created in 
the lives of recent immigrants, including Ann N. Clark’s To Stand Against the 
Wind, the story of Vietnamese immigrants to America. 

The newcomers often encountered discrimination because of their race, 
religion, or cultural traditions. They often faced hardships as they learned the 
new language and adjusted to a new way of life; but even more often they 
found the opportunity to make a new life in a land where ability and hard 
work enabled them to get ahead. 

To understand the continuing attraction of immigrants to the United 
States, students should become familiar with the tenets of the American creed 
by discussing the meaning of key phrases in the Declaration of Independence, 
the Constitution, and the Bill of Rights. Students should read Emma Lazarus’s 
poem, “The New Colossus,” which is attached to the Statue of Liberty, and 
consider the meaning of symbols such as that statue and the phrase e pluribus 
unum. 

After a year of studying American history, students should be able to reflect 
on the ethical content of the nation’s principles and on America’s promise to its 
citizens—the promise of a democratic government in which the rights of the 
individual are protected by the government, by a free press, and by an informed 
public. America’s ideals are closely related to the nature of American Society. 
We are strong because we are united in a pluralistic society of many races, 
cultures, and ethnic groups; we have built a great nation because we have 
learned to live in peace with each other, respecting each other’s right to be 
different and supporting each other as members of a common community. 

Students should understand that the American creed calls on them to 
safeguard their freedoms and those of their neighbors, to value the nation’s 
diversity, to work for change within the framework of law, and to do their part 
as citizens in contributing to the welfare of their community. To gain these 
understandings, students might interview elected public officials, invite 
volunteers from community organizations to talk about the work they do, and 
develop projects that can be helpful to others in their school and community. 
Such projects might include visits to senior citizens’ centers and working on 
school and community beautification projects. 

Throughout these activities, students should reflect on the importance of 
living up to the nation’s ideals and of participating in the unfinished struggle to 
make these principles and ideals a reality for all. 
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History–Social Science Standards 

Grade Five

United States History and Geography:


Making a New Nation


5.1	 Students describe the major pre-Columbian settlements, including the 
cliff dwellers and pueblo people of the desert Southwest, the American 
Indians of the Pacific Northwest, the nomadic nations of the Great 
Plains, and the woodland peoples east of the Mississippi River. 

1. Describe how geography and climate influenced the way various nations 
lived and adjusted to the natural environment, including locations of 
villages, the distinct structures that they built, and how they obtained 
food, clothing, tools, and utensils. 

2. Describe their varied customs and folklore traditions. 
3. Explain their varied economies and systems of government. 

5.2	 Students trace the routes of early explorers and describe the early 
explorations of the Americas. 

1. Describe the entrepreneurial characteristics of early explorers 
(e.g., Christopher Columbus, Francisco Vásquez de Coronado) and 
the technological developments that made sea exploration by latitude 
and longitude possible (e.g., compass, sextant, astrolabe, seaworthy 
ships, chronometers, gunpowder). 

2. Explain the aims, obstacles, and accomplishments of the explorers, 
sponsors, and leaders of key European expeditions and the reasons 
Europeans chose to explore and colonize the world (e.g., the Spanish 
Reconquista, the Protestant Reformation, the Counter Reformation). 

3. Trace the routes of the major land explorers of the United States, the 
distances traveled by explorers, and the Atlantic trade routes that linked 
Africa, the West Indies, the British colonies, and Europe. 

4. Locate on maps of North and South America land claimed by Spain, 
France, England, Portugal, the Netherlands, Sweden, and Russia. 

5.3	 Students describe the cooperation and conflict that existed among the 
American Indians and between the Indian nations and the new settlers. 

1. Describe the competition among the English, French, Spanish, Dutch, 
and Indian nations for control of North America. 

2. Describe the cooperation that existed between the colonists and Indians 
during the 1600s and 1700s (e.g., in agriculture, the fur trade, military 
alliances, treaties, cultural interchanges). 

3. Examine the conflicts before the Revolutionary War (e.g., the Pequot 
and King Philip’s Wars in New England, the Powhatan Wars in 
Virginia, the French and Indian War). 

Course 
Descriptions 

Grade Five 
Content 

Standards 
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Course 
Descriptions 

Grade Five 
Content 
Standards 

4. Discuss the role of broken treaties and massacres and the factors that 
led to the Indians’ defeat, including the resistance of Indian nations to 
encroachments and assimilation (e.g., the story of the Trail of Tears). 

5. Describe the internecine Indian conflicts, including the competing 
claims for control of lands (e.g., actions of the Iroquois, Huron, Lakota 
[Sioux]). 

6. Explain the influence and achievements of significant leaders of the 
time (e.g., John Marshall, Andrew Jackson, Chief Tecumseh, Chief 
Logan, Chief John Ross, Sequoyah). 

5.4	 Students understand the political, religious, social, and economic 
institutions that evolved in the colonial era. 

1. Understand the influence of location and physical setting on the 
founding of the original 13 colonies, and identify on a map the 
locations of the colonies and of the American Indian nations already 
inhabiting these areas. 

2. Identify the major individuals and groups responsible for the founding 
of the various colonies and the reasons for their founding (e.g., John 
Smith, Virginia; Roger Williams, Rhode Island; William Penn, 
Pennsylvania; Lord Baltimore, Maryland; William Bradford, 
Plymouth; John Winthrop, Massachusetts). 

3. Describe the religious aspects of the earliest colonies (e.g., Puritanism 
in Massachusetts, Anglicanism in Virginia, Catholicism in Maryland, 
Quakerism in Pennsylvania). 

4. Identify the significance and leaders of the First Great Awakening, 
which marked a shift in religious ideas, practices, and allegiances in the 
colonial period, the growth of religious toleration, and free exercise of 
religion. 

5. Understand how the British colonial period created the basis for the 
development of political self-government and a free-market economic 
system and the differences between the British, Spanish, and French 
colonial systems. 

6. Describe the introduction of slavery into America, the responses of 
slave families to their condition, the ongoing struggle between propo°
nents and opponents of slavery, and the gradual institutionalization of 
slavery in the South. 

7. Explain the early democratic ideas and practices that emerged during 
the colonial period, including the significance of representative assem°
blies and town meetings. 

5.5 Students explain the causes of the American Revolution. 

1. Understand how political, religious, and economic ideas and interests 
brought about the Revolution (e.g., resistance to imperial policy, the 
Stamp Act, the Townshend Acts, taxes on tea, Coercive Acts). 
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2. Know the significance of the first and second Continental Congresses 
and of the Committees of Correspondence. 

3. Understand the people and events associated with the drafting and 
signing of the Declaration of Independence and the document’s 
significance, including the key political concepts it embodies, the 
origins of those concepts, and its role in severing ties with Great Britain. 

4. Describe the views, lives, and impact of key individuals during this 
period (e.g., King George III, Patrick Henry, Thomas Jefferson, George 
Washington, Benjamin Franklin, John Adams). 

5.6	 Students understand the course and consequences of the American 
Revolution. 

1. Identify and map the major military battles, campaigns, and turning 
points of the Revolutionary War, the roles of the American and British 
leaders, and the Indian leaders’ alliances on both sides. 

2. Describe the contributions of France and other nations and of individu°
als to the outcome of the Revolution (e.g., Benjamin Franklin’s negotia°
tions with the French, the French navy, the Treaty of Paris, The 
Netherlands, Russia, the Marquis Marie Joseph de Lafayette, Tadeusz 
Kósciuszko, Baron Friedrich Wilhelm von Steuben). 

3. Identify the different roles women played during the Revolution 
(e.g., Abigail Adams, Martha Washington, Molly Pitcher, Phillis 
Wheatley, Mercy Otis Warren). 

4. Understand the personal impact and economic hardship of the war on 
families, problems of financing the war, wartime inflation, and laws 
against hoarding goods and materials and profiteering. 

5. Explain how state constitutions that were established after 1776 embod°
ied the ideals of the American Revolution and helped serve as models 
for the U.S. Constitution. 

6. Demonstrate knowledge of the significance of land policies developed 
under the Continental Congress (e.g., sale of western lands, the North-
west Ordinance of 1787) and those policies’ impact on American 
Indians’ land. 

7. Understand how the ideals set forth in the Declaration of Independence 
changed the way people viewed slavery. 

5.7	 Students describe the people and events associated with the develop
ment of the U.S. Constitution and analyze the Constitution’s signifi
cance as the foundation of the American republic. 

1. List the shortcomings of the Articles of Confederation as set forth by 
their critics. 

2. Explain the significance of the new Constitution of 1787, including 
the struggles over its ratification and the reasons for the addition of the 
Bill of Rights. 

Course 
Descriptions 

Grade Five 
Content 

Standards 
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Course 3. Understand the fundamental principles of American constitutional
Descriptions 

democracy, including how the government derives its power from the 

Grade Five 
people and the primacy of individual liberty. 

Content 4. Understand how the Constitution is designed to secure our liberty by 
Standards both empowering and limiting central government and compare the 

powers granted to citizens, Congress, the president, and the Supreme 
Court with those reserved to the states. 

5. Discuss the meaning of the American creed that calls on citizens to 
safeguard the liberty of individual Americans within a unified nation, 
to respect the rule of law, and to preserve the Constitution. 

6. Know the songs that express American ideals (e.g., “America the 
Beautiful,” “The Star Spangled Banner”). 

5.8	 Students trace the colonization, immigration, and settlement pat-
terns of the American people from 1789 to the mid-1800s, with 
emphasis on the role of economic incentives, effects of the physical 
and political geography, and transportation systems. 

1. Discuss the waves of immigrants from Europe between 1789 and 
1850 and their modes of transportation into the Ohio and Mississippi 
Valleys and through the Cumberland Gap (e.g., overland wagons, 
canals, flatboats, steamboats). 

2. Name the states and territories that existed in 1850 and identify their 
locations and major geographical features (e.g., mountain ranges, 
principal rivers, dominant plant regions). 

3. Demonstrate knowledge of the explorations of the trans-Mississippi 
West following the Louisiana Purchase (e.g., Meriwether Lewis and 
William Clark, Zebulon Pike, John Fremont). 

4. Discuss the experiences of settlers on the overland trails to the West 
(e.g., location of the routes; purpose of the journeys; the influence of 
the terrain, rivers, vegetation, and climate; life in the territories at the 
end of these trails). 

5. Describe the continued migration of Mexican settlers into Mexican 
territories of the West and Southwest. 

6. Relate how and when California, Texas, Oregon, and other western 
lands became part of the United States, including the significance of 
the Texas War for Independence and the Mexican-American War. 

5.9	 Students know the location of the current 50 states and the names 
of their capitals. 
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Kindergarten Through Grade Five 
Historical and Social Sciences Analysis Skills 

The intellectual skills noted below are to be learned through, and applied 
to, the content standards for kindergarten through grade five. They are to be 
assessed only in conjunction with the content standards in kindergarten through 
grade five. 

In addition to the standards for kindergarten through grade five, students 
demonstrate the following intellectual, reasoning, reflection, and research skills: 

Chronological and Spatial Thinking 

1.� Students place key events and people of the historical era they are studying 
in a chronological sequence and within a spatial context; they interpret 
time lines. 

2.� Students correctly apply terms related to time, including past, present, 
future, decade, century, and generation. 

3.� Students explain how the present is connected to the past, identifying both 
similarities and differences between the two, and how some things change 
over time and some things stay the same. 

4.� Students use map and globe skills to determine the absolute locations of 
places and interpret information available through a map’s or globe’s 
legend, scale, and symbolic representations. 

5.� Students judge the significance of the relative location of a place 
(e.g., proximity to a harbor, on trade routes) and analyze how relative 
advantages or disadvantages can change over time. 

Research, Evidence, and Point of View 

1. Students differentiate between primary and secondary sources. 
2.� Students pose relevant questions about events they encounter in historical 

documents, eyewitness accounts, oral histories, letters, diaries, artifacts, 
photographs, maps, artworks, and architecture. 

3.� Students distinguish fact from fiction by comparing documentary sources 
on historical figures and events with fictionalized characters and events. 

Historical Interpretation 

1.� Students summarize the key events of the era they are studying and explain 
the historical contexts of those events. 

2.� Students identify the human and physical characteristics of the places they 
are studying and explain how those features form the unique character of 
those places. 

3.� Students identify and interpret the multiple causes and effects of historical 
events. 

4. Students conduct cost-benefit analyses of historical and current events. 

Course 
Descriptions 

Kindergarten 
Through 

Grade Five 
Historical 

and Social Science 
Analysis Skills 
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Course 
Descriptions 

Grade Six 

Historical 

Interpretation 1. 

Students explain the central 

issues and problems from 

the past, placing people and 

events in a matrix of time 

and place. 

Chronological and 

Spatial Thinking 2. 

Students construct various 

time lines of key events, 

people, and periods of the 

historical era they are 

studying. 

Historical 

Interpretation 5. 

Students recognize that 

interpretations of history are 

subject to change as new 

information is uncovered. 

Standard  6.1. 

Students describe what is 

known through archaeo

logical studies of the early 

physical and cultural 

development of humankind 

from the Paleolithic era to 

the agricultural revolution. 

Grade Six—

World History and Geography:

Ancient Civilizations


In the sixth-grade curriculum, students learn 
about those people and events that ushered in the 
dawn of major Western and non-Western 
civilizations. Included are the early societies of the 
Near East and Africa, the ancient Hebrew 

civilization, Greece, Rome, and the classical civilizations of India and of China. 
In studying the ancient world, students should come to appreciate the 

special significance of geographic place in the development of the human story. 
They should acquire a sense of the everyday life of the people; their problems 
and accomplishments; their relationships to the developing social, economic, 
and political structures of their society; the tools and technology they 
developed; the role of trade, both domestic and international, in their lives; the 
art they created; the architecture they lived with; the literature produced by 
their finest poets, narrators, and writers; their explanations for natural 
phenomena; and the ideas they developed that helped transform their world. In 
studying each ancient society, students should examine the role of women and 
the presence or absence of slavery. 

Among the major figures whom students should come to know are those 
who helped to establish these early societies and their codes of ethics and justice 
and their rule of law, such as Hammurabi, Abraham, Moses, David, Pericles, 
and Asoka; those who extended these early empires and carried their influence 
into much of the ancient world, including Alexander the Great, Julius Caesar, 
and Augustus Caesar; and those whose ideas and teachings became enduring 
influences in Western and non-Western thought, especially Socrates, Jesus, the 
Buddha, and Confucius. For all these societies, emphasis should be placed on 
those major contributions, achievements, and belief systems that have endured 
across the centuries to the present day. 

Early Humankind and the Development of Human Societies 

This unit should develop the students’ awareness of prehistoric peoples’ 
chronological place on the historical time line. Attention should be given to 
paleontological discoveries in East Africa by Donald Johanson, Tim White, and 
the Leakey Family (Louis, Mary, and Richard) supporting the belief that 
ancestors of present-day humans lived in these regions 4.5 million years ago. 
Studies of the Old Stone Age (Paleolithic), Middle Stone Age (Mesolithic), and 
New Stone Age (Neolithic) should provide students with an understanding of 
the interaction between the environment and the developing lifestyles of 
prehistoric peoples as they moved from hunter-gatherers to food producers. 
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These studies also should focus on early peoples’ attempts to explain the 
universe through cave art and elemental forms of religion; the development of 
stone tools from simple to complex to metal; and the development of language 
as a medium for transmitting and accumulating knowledge. 

The Beginnings of Civilization in the Near East and Africa: 
Mesopotamia, Egypt, and Kush 

In this unit students learn about the peoples of Mesopotamia, with an 
emphasis on the Sumerians, their early settlements between the Tigris and 
Euphrates rivers and the major events marking their sojourn: the spread of their 
agricultural villages by 4000 B.C. to lower Mesopotamia; their technological 
and social accomplishments, including invention of the wheel, plow, and 
irrigation systems; their systems of cuneiform writing, of measurement, and of 
law; and the developing social, economic, and political systems that these 
accomplishments made possible. 

Moving on to ancient Egypt, the teacher introduces students briefly to the 
early reign of Khufu and then moves to an emphasis on the New Kingdom in 
the reigns of Queen Hatshepsut and Ramses II, or “Ramses the Great.” During 
Queen Hatshepsut’s reign, Egyptian art and architecture flourished, and trade 
extended Egyptian influence throughout the Middle East. Ramses II, more 
typical of the New Kingdom pharaohs, was concerned with warfare and 
maintaining an Egyptian empire that extended north into the region known as 
Canaan. Attention should be given to the daily lives of farmers, tradespeople, 
architects, artists, scribes, women, children, and slaves, as reflected in the 
detailed images and models from burials. Geographic learnings include the 
importance of the Nile to Egypt’s development and of irrigation practices that 
are still in use. 

This unit concludes with Africa’s oldest interior empire, the kingdom of 
Kush, which conquered Egypt in 728 B.C. and established the twenty-fifth 
dynasty of pharaohs. Conquered in turn by the Assyrians, the kings of Kush 
reestablished their capital farther south. Students should be introduced to the 
culture that developed there, including the development of iron agricultural 
tools and weapons; an alphabet; and a profitable trade that extended to Arabia, 
India, sub-Saharan Africa, and possibly China. 

The Foundation of Western Ideas: The Ancient Hebrews 
and Greeks 

One of the principal roots of Western civilization can be found in the 
enduring contributions of the ancient Hebrews to Western ethical and religious 
thought and literature, most notably by the Old Testament. To understand 
these traditions, students should read and discuss Biblical literature that is part 
of the literary heritage and ethical teachings of Western civilization; for 

Course 
Descriptions 

Grade Six 

Standard 6.2. 

Students analyze the 

geographic, political, 

economic, religious, and 

social structures of the 

early civilizations of 

Mesopotamia, Egypt, 

and Kush. 

Standard  6.3. 

Students analyze the 

geographic, political, 

economic, religious, and 

social structures of the 

Ancient Hebrews. 
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Course 
Descriptions 

Grade Six 

Standard  6.4. 

Students analyze the 

geographic, political, 

economic, religious, and 

social structures of the 

early civilizations of 

Ancient Greece. 

Standard  6.5. 

Students analyze the 

geographic, political, 

economic, religious, and 

social structures of the 

early civilizations of India. 

example, stories about the Creation, Noah, the Tower of Babel, Abraham, the 
Exodus, the Ten Commandments, Ruth and Naomi, David, and Daniel and the 
Lion’s Den; selections from the Psalms and Proverbs; and the Hebrew people’s 
concepts of wisdom, righteousness, law, and justice. 

Another principal root of Western civilization is the Creco-Roman 
civilization. In studying the civilization of the ancient Greeks, students learn of 
the early democratic forms of government; the dawn of rational thought 
expressed in Greek philosophy, mathematics, science, and history; and the 
enduring cultural contributions of Greek art, architecture, drama, and poetry. 

In this unit students will learn about the Greek polis (city-state); the rise of 
Athens; the transition from tyranny and oligarchy to an early form of 
democracy; the role of slavery, even in democratic Athens; the importance of the 
great fleet of Athens and its location at the crossroads of the ancient world; the 
rivalry between Athens and Sparta, culminating in the Peloponnesian War; the 
Macedonian conquests under Alexander the Great and the emergence and 
spread of Hellenistic culture throughout the Mediterranean and Middle Eastern 
worlds; and the fall of Greece to Rome. Attention should be paid to the daily life 
of women and children in Athens and Sparta, the games and sports of the 
Olympiad, the education of youths, and the trial of Socrates. Particular emphasis 
should be placed on reading and discussing the rich mythology and Homeric 
literature that have deeply influenced Western art, drama, and literature. 

West Meets East: The Early Civilizations of India and China 

Alexander the Great’s conquest of Persia and its territories provides the 
bridge to a study of the great Eastern civilization of India. Students should 
understand that the culture Alexander encountered in 327 to 325 B.C. was not 
the first civilization of this region. Over a thousand years earlier, the Harappan 
civilization had developed and reached its zenith in the Indus River Valley, 
having developed complex cities, brick platforms, script, granaries, and craft 
workshops. After its collapse, succeeding waves of Aryas from the north spread 
their influence across the Punjab and Ganges plains. This resulted in a 
composite civilization rich in its aesthetic culture (architecture, sculpture, 
painting, dance, and music) and in its intellectual traditions (Arabic numbers, 
the zero, medical tradition, and metallurgy). 

Students should be introduced to one of the major religious traditions of 
India: Buddhism, a great civilizing force that emerged in the sixth century B.C. 
in the life and moral teachings of “The Buddha” or Siddhartha Gautama. 
Through the story of the Buddha’s life, his Hindu background, and his search 
for enlightenment, students can be introduced to the Buddha’s central beliefs 
and moral teachings: unselfishness (returning good for evil); compassion for the 
suffering of others; tolerance and nonviolence; and the prohibition of lying, 
stealing, killing, finding fault with others, and gossiping. While Buddhism did 
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not survive on Indian soil, Jainism, which introduced the idea ahimsa, or 
nonviolence, has continued to play a role in modern India, especially through 
Gandhi’s idea of nonviolent civil disobedience. Students should also study the 
development of Hinduism and the role of one of its most revered texts, the 
Bhagavad Gita. 

Students also should learn about Asoka, the great philosopher-king who 
unified almost all of India, renounced violence as a national policy, and 
established Buddhism as the state religion. 

The northward spread of Buddhism in the first century A.D. provides 
students with a bridge to a study of China during the Qin and Han Dynasties 
(221 B.C. to A.D. 220). Students should be helped to understand that the roots 
of this great civilization go far back into ancient times when Shang society (the 
“molders” of China) first emerged around 1500 B.C. in the Huang-He Valley 
and established the Chinese language and a highly developed technique of 
working with bronze. 

During succeeding centuries, especially the Zhou Dynasty, China grew by 
conquering the people on its borders and absorbing the lands of these people as 
frontier states within Chinese society. By the sixth century B.C., the balance of 
power between the princes of these newer states and the old imperial centers of 
central China had broken down, plunging China into political chaos and war. It 
was during this time, when traditional values were neglected and government was 
in disarray, that Confucius lived and wrote. He tried to make sense of a troubled 
world and proposed ways in which individuals and society could achieve goodness. 
The good person in Confucius’s teaching practiced moderation in conduct and 
emotion, kept one’s promises, learned the traditional ways, respected one’s elders, 
improved oneself through education, and avoided people who were not good. 
Confucius’s teaching promoted the dignity and authenticity of humanity. 
Attention should be paid to the role of women in Confucian society. 

Between 221 and 207 B.C. the Qin Dynasty was able to unite China. The 
longer-lasting Han Dynasty built on the unification, made Confucian teachings 
official, and placed governmental administration in the hands of the educated 
civil service. Attention should be paid to the lives of ordinary people and the 
educated classes during this time of stability and prosperity. Confucian filial 
piety and family ties strengthened the social structure of Han society. Art, 
literature, and learning flourished. Agriculture, trade, and manufacturing thrived. 
Map study should help students analyze the growing trade and cultural inter-
change among China, India, and Rome at this time. The great caravan, or 
“Silk Road,” that linked China and the Middle East was in operation by the first 
century B.C. By the second century A.D., the various legs of the sea journey that 
linked China, Malaya, South India, and Egypt were completed, connecting the 
Far East with the Mediterranean world and Rome in one great commercial 
network. 

Course 
Descriptions 

Grade Six 

Standard  6.6. 

Students analyze the 

geographic, political, 

economic, religious, and 

social structures of the 

early civilizations 

of China. 
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Course 
Descriptions 

Grade Six 

Standard 6.7. 

Students analyze the 

geographic, political, 

economic, religious, and 

social structures during the 

development of Rome. 

Chronological and 

Spatial Thinking 3. 

Students use a variety of 

maps and documents to 

identify physical and cultural 

features of neighborhoods, 

cities, states, and countries 

and to explain the historical 

migration of people, 

expansion and disintegra

tion of empires, and the 

growth of economic 

systems. 

Historical 

Interpretation 3. 

Students explain the sources 

of historical continuity and 

how the combination of 

ideas and events explains the 

emergence of new patterns. 

East Meets West: Rome 

The land and sea routes of the China trade provide students with a bridge 
for a return to the Mediterranean world and the study of imperial Rome. 
Students should learn about everyday life in Roman society, including slavery, 
social conflict, and the rule of Roman law. They should learn about the 
emergence of the Roman Republic and the spread of the Roman Empire; and 
about Julius Caesar, his conquests, and his assassination in 44 B.C. They also 
should learn about the reign of Augustus, the “Pax Romana,” and the eventual 
division of the Roman Empire: Rome in the West and the rising Byzantine 
Empire in the East. 

Students should learn about the rise and spread of Christianity throughout 
the Mediterranean world and of its origins in the life and teachings of Jesus; 
Roman efforts to suppress Christianity; the consequences of Constantine’s 
acceptance of Christianity (A.D. 313); and its subsequent establishment by 
Theodosius I as the official religion of the empire. Through selections from 
Biblical literature, such as the Sermon on the Mount and the parables of the 
Good Samaritan, the lost sheep, and the Prodigal Son, the students will learn 
about those teachings of Jesus that advocate compassion, justice, and love for 
others. 

Finally, students should compare Roman contributions in art, architecture, 
engineering, political thought, religion, and philosophy with those of the earlier 
Greeks and consider the influence of both cultures on Western civilization and 
on our lives today. 

Throughout these grade-six studies, students should be engaged in higher 
levels of critical thinking. They should consider, for example, why these 
societies developed where they did (the critical geographic relationships 
between site, resources, and settlement exemplified in the river valley 
settlements of Mesopotamia, Egypt, India, and China); the roles of techno-
logical, agricultural, and economic development and international trade; why 
societies rose to dominance at particular times in the ancient world (the 
importance of “relative location” in the case of ancient Greece, for example); 
and why great civilizations fell, including the collapse of the Indus civilization 
of India, the decline of Egypt in the years of the later empire, and the fall of 
Greece to Rome. 

Students should examine factors of continuity and change across time in 
the development of these civilizations, observing how major beliefs, social 
organization, and technological developments of an earlier era were carried 
through the centuries and have contributed to our own lives. 

Students should engage in comparative analyses across time and across 
cultures. They should compare, for example, the factors contributing to the 
evolution of ancient societies across the whole of the ancient world; the 
evolution of language and its written forms in Mesopotamia, Egypt, and China; 
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and the origins of major religions and ethical belief systems that unified cultures 
and defined the good and right way to live. To support their analyses, students 
should develop mathematically accurate time lines that place events in 
chronological order and support comparative analyses of events simultaneously 
occurring in different cultural areas of the world. 

Students should be engaged in mapping activities that support their analyses 
of where these societies first developed, the course of their spatial development 
over time, and their spatial interactions illustrated in the geographic movement 
of ideas, religious beliefs, economic trade, and military expansion throughout 
the ancient world. 

To make these studies relevant for today, students should develop 
appreciation of the continuity of human experience, the great debt we owe to 
those who came before us and established the foundations on which modern 
civilizations rest, and the responsibilities we owe to those who will come 
after us. 

Course 
Descriptions 

Grade Six 

Research, Evidence, 

and Point of View 1. 

Students frame questions 

that can be answered by 

historical study and 

research. 

Chronological and 

Spatial Thinking 1. 

Students explain how 

major events are related 

to one another in time. 
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Course History–Social Science Standards
Descriptions 

Grade Six Grade Six 
Content 
Standards World History and Geography: 

Ancient Civilizations 

6.1	 Students describe what is known through archaeological studies of 
the early physical and cultural development of humankind from the 
Paleolithic era to the agricultural revolution. 

1. Describe the hunter-gatherer societies, including the development of 
tools and the use of fire. 

2. Identify the locations of human communities that populated the 
major regions of the world and describe how humans adapted to a 
variety of environments. 

3. Discuss the climatic changes and human modifications of the physical 
environment that gave rise to the domestication of plants and animals 
and new sources of clothing and shelter. 

6.2	 Students analyze the geographic, political, economic, religious, and 
social structures of the early civilizations of Mesopotamia, Egypt, 
and Kush. 

1. Locate and describe the major river systems and discuss the physical 
settings that supported permanent settlement and early civilizations. 

2. Trace the development of agricultural techniques that permitted the 
production of economic surplus and the emergence of cities as centers 
of culture and power. 

3. Understand the relationship between religion and the social and 
political order in Mesopotamia and Egypt. 

4. Know the significance of Hammurabi’s Code. 
5. Discuss the main features of Egyptian art and architecture. 
6. Describe the role of Egyptian trade in the eastern Mediterranean and 

Nile valley. 
7. Understand the significance of Queen Hatshepsut and Ramses the 

Great. 
8. Identify the location of the Kush civilization and describe its political, 

commercial, and cultural relations with Egypt. 
9. Trace the evolution of language and its written forms. 
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6.3	 Students analyze the geographic, political, economic, religious, and 
social structures of the Ancient Hebrews. 

1. Describe the origins and significance of Judaism as the first monothe
istic religion based on the concept of one God who sets down moral 
laws for humanity. 

2. Identify the sources of the ethical teachings and central beliefs of 
Judaism (the Hebrew Bible, the Commentaries): belief in God, 
observance of law, practice of the concepts of righteousness and 
justice, and importance of study; and describe how the ideas of the 
Hebrew traditions are reflected in the moral and ethical traditions of 
Western civilization. 

3. Explain the significance of Abraham, Moses, Naomi, Ruth, David, 
and Yohanan ben Zaccai in the development of the Jewish religion. 

4. Discuss the locations of the settlements and movements of Hebrew 
peoples, including the Exodus and their movement to and from 
Egypt, and outline the significance of the Exodus to the Jewish and 
other people. 

5. Discuss how Judaism survived and developed despite the continuing 
dispersion of much of the Jewish population from Jerusalem and the 
rest of Israel after the destruction of the second Temple in A.D. 70. 

6.4 Students analyze the geographic, political, economic, religious, and 
social structures of the early civilizations of Ancient Greece. 

1. Discuss the connections between geography and the development 
of city-states in the region of the Aegean Sea, including patterns of 
trade and commerce among Greek city-states and within the wider 
Mediterranean region. 

2. Trace the transition from tyranny and oligarchy to early democratic 
forms of government and back to dictatorship in ancient Greece, 
including the significance of the invention of the idea of citizenship 
(e.g., from Pericles’ Funeral Oration). 

3. State the key differences between Athenian, or direct, democracy and 
representative democracy. 

4. Explain the significance of Greek mythology to the everyday life of 
people in the region and how Greek literature continues to permeate 
our literature and language today, drawing from Greek mythology 
and epics, such as Homer’s Iliad and Odyssey, and from Aesop’s Fables. 

5. Outline the founding, expansion, and political organization of the 
Persian Empire. 

6. Compare and contrast life in Athens and Sparta, with emphasis on 
their roles in the Persian and Peloponnesian Wars. 

Course 
Descriptions 

Grade Six 
Content 

Standards 
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Course 7. Trace the rise of Alexander the Great and the spread of Greek culture
Descriptions 

eastward and into Egypt. 

Grade Six 8. Describe the enduring contributions of important Greek figures in 
Content the arts and sciences (e.g., Hypatia, Socrates, Plato, Aristotle, Euclid, 
Standards 

Thucydides). 

6.5	 Students analyze the geographic, political, economic, religious, 
and social structures of the early civilizations of India. 

1. Locate and describe the major river system and discuss the physical 
setting that supported the rise of this civilization. 

2. Discuss the significance of the Aryan invasions. 
3. Explain the major beliefs and practices of Brahmanism in India and 

how they evolved into early Hinduism. 
4. Outline the social structure of the caste system. 
5. Know the life and moral teachings of the Buddha and how Buddhism 

spread in India, Ceylon, and Central Asia. 
6. Describe the growth of the Maurya empire and the political and 

moral achievements of the emperor Asoka. 
7. Discuss important aesthetic and intellectual traditions (e.g., Sanskrit 

literature, including the Bhagavad Gita; medicine; metallurgy; and 
mathematics, including Hindu-Arabic numerals and the zero). 

6.6	 Students analyze the geographic, political, economic, religious, 
and social structures of the early civilizations of China. 

1. Locate and describe the origins of Chinese civilization in the 
Huang-He Valley during the Shang Dynasty. 

2. Explain the geographic features of China that made governance and 
the spread of ideas and goods difficult and served to isolate the 
country from the rest of the world. 

3. Know about the life of Confucius and the fundamental teachings 
of Confucianism and Daoism. 

4. Identify the political and cultural problems prevalent in the time 
of Confucius and how he sought to solve them. 

5. List the policies and achievements of the emperor Shi Huangdi in 
unifying northern China under the Qin Dynasty. 

6. Detail the political contributions of the Han Dynasty to the develop
ment of the imperial bureaucratic state and the expansion of the 
empire. 

7. Cite the significance of the trans-Eurasian “silk roads” in the period 
of the Han Dynasty and Roman Empire and their locations. 

8. Describe the diffusion of Buddhism northward to China during the 
Han Dynasty. 
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6.7	 Students analyze the geographic, political, economic, religious, 
and social structures during the development of Rome. 

1. Identify the location and describe the rise of the Roman Republic, 
including the importance of such mythical and historical figures as 
Aeneas, Romulus and Remus, Cincinnatus, Julius Caesar, and Cicero. 

2. Describe the government of the Roman Republic and its significance 
(e.g., written constitution and tripartite government, checks and 
balances, civic duty). 

3. Identify the location of and the political and geographic reasons for 
the growth of Roman territories and expansion of the empire, 
including how the empire fostered economic growth through the use 
of currency and trade routes. 

4. Discuss the influence of Julius Caesar and Augustus in Rome’s 
transition from republic to empire. 

5. Trace the migration of Jews around the Mediterranean region and the 
effects of their conflict with the Romans, including the Romans’ 
restrictions on their right to live in Jerusalem. 

6. Note the origins of Christianity in the Jewish Messianic prophecies, 
the life and teachings of Jesus of Nazareth as described in the New 
Testament, and the contribution of St. Paul the Apostle to the 
definition and spread of Christian beliefs (e.g., belief in the Trinity, 
resurrection, salvation). 

7. Describe the circumstances that led to the spread of Christianity in 
Europe and other Roman territories. 

8. Discuss the legacies of Roman art and architecture, technology and 
science, literature, language, and law. 

Course 
Descriptions 

Grade Six 
Content 

Standards 
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Course 
Descriptions 

Grade Seven 

Historical 

Interpretation 2. 

Students understand and 

distinguish cause, effect, 

sequence, and correlation 

in historical events, 

including the long- and 

short-term causal relations. 

Historical 

Interpretation 5. 

Students recognize that 

interpretations of history 

are subject to change as 

new information is 

uncovered. 

Grade Seven—

World History and Geography:

Medieval and Early Modern Times


The study of world history and geography 
continues this year with an examination of social, 
cultural, and technological change during the 
period A.D. 500–1789. A review unit on the 
ancient world begins with a study of the ways 

archaeologists and historians uncover the past. Then, with the fall of Rome, 
this study moves to Islam, a rising force in the medieval world; follows the 
spread of Islam through Africa; crosses the Atlantic to observe the rise of the 
Mayan, Incan, and Aztec civilizations; moves westward to compare the 
civilizations of China and Japan during the Middle Ages; returns to a 
comparative study of Europe during the High Middle Ages; and concludes 
with the turbulent age of the Renaissance, Reformation, and Scientific 
Revolution that ushered in the Enlightenment and the modern world. 

The sequence of these units is both historical, advancing across the years 
A.D. 500–1789, and geographic, advancing across the major continents of the 
earth. The units are focused on the great civilizations that were developing 
concurrently over these years. By developing world maps and time lines, 
students can locate these cultures in time and in place, compare events that 
were developing concurrently in the world, and observe the transmission of 
ideas, beliefs, scientific developments, and economic trade throughout this 
important period of history. 

Connecting with Past Learnings: Uncovering the Remote Past 

In the first review unit of this course, the students address this question: 
How do we know about the past? They will see that archaeologists develop 
their theories by looking for clues in the legends, artifacts, and fossils left 
behind by ancient peoples. For more recent periods, historians use written 
records as well as material culture to find out what happened in the past. 
Through examples, students will observe that historians and archaeologists 
work as detectives by formulating appropriate questions and drawing conclu
sions from available evidence to try to reconstruct past societies and cultures; 
their social structure and family life; their political and economic systems; and 
their language, art, architecture, beliefs, and values. Students will also learn that 
new discoveries by archaeologists and historians change our view of the past. 
The process of reconstructing the past requires knowledge, an open mind, and 
critical thinking. 
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Connecting with Past Learnings: The Fall of Rome 

This second unit builds on the sixth-grade study of Roman civilization. 
Students should develop a map of the Roman Empire at its height, review 
briefly the reign of Augustus, and consider the reasons for Rome’s fall to 
invading Germanic tribes with attention to the role of Clovis, a Christian Frank. 

To help students relate this remote historical period to the present, teachers 
should emphasize the lasting contributions of Roman civilization, especially in 
the areas of law, language, technology, and the transmission of the Christian 
religion to the West. By learning that the law codes of most Latin countries are 
still based on Roman law, students will appreciate the continuing importance of 
Roman law and justice. Critical thinking skills can be developed by students as 
they compare citizens’ civic duties as taught by Roman Stoic philosophers with 
citizens’ civic responsibilities in America today. Such skills also can be developed 
by comparing modern-day public works, architecture, and technology with 
those of the Roman Empire. 

Growth of Islam 

In this unit students examine the rise of Islam as a religion and as a 
civilization. Attention should be given to the historic events of A.D. 636–651 
when Arab armies reunited the ancient Middle East. Students should analyze the 
geographic and economic significance of the trade routes between Asia and 
Europe that were used by Arab merchants. They should consider the importance 
of a common literary language (Arabic) and religion (Islamic) in unifying the 
many ethnic groups of this region. The religious ideas of Mohammed, the 
founder of Islam, should be discussed both for their ethical teachings and as a 
way of life. Mohammed should be seen as a major historical figure who helped 
establish the Islamic way of life, its code of ethics and justice, and its rule of law. 
Students should examine the position of Christians and Jews in the Islamic 
world who, as “People of the Book,” were allowed to practice their religious 
beliefs. Contributions of Islamic scholars, including mathematicians, scientists, 
geographers, astronomers, and physicians from many ethnic groups, should be 
emphasized and their relationship to Greek thought acknowledged. Scholars at 
Baghdad and Córdoba, the two great centers of Muslim learning, helped to 
preserve much of the learning of the ancient world; and, by the end of the ninth 
century, they added important new discoveries of their own in mathematics, 
medicine, geography, history, and science. Attention should be paid to the 
flowering of Jewish civilization in Córdoba, where poets, philosophers, and 
scholars established a vibrant culture. 

In time the influence of Greek rationalism waned, and religious mysticism 
came to dominate orthodox Islamic thought. In this intellectual climate, poetry 
and literature flourished. Students can be introduced to these achievements 
through selections from The Thousand and One Nights (Arabic) and the poetry 
of Omar Khayyam, a Sufi mystic (Persian). 

Course 
Descriptions 

Grade Seven 

Standard  7.1. 

Students analyze the 

causes and effects of the 

vast expansion and 

ultimate disintegration 

of the Roman Empire. 

Standard  7.2. 

Students analyze the 

geographic, political, 

economic, religious, and 

social structures of the 

civilizations of Islam in 

the Middle Ages. 
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Course 
Descriptions 

Grade Seven 

Standard  7.4. 

Students analyze the 

geographic, political, 

economic, religious, 

and social structures of 

sub-Saharan civilizations 

of Ghana and Mali in 

Medieval Africa. 

Standard  7.7. 

Students compare and 

contrast the geographic, 

political, economic, 

religious, and social 

structures of the Meso-

American and Andean 

civilizations. 

Islam spread to the area known today as Turkey, where, in the fourteenth 
century, the Ottoman Turks began gradually to absorb other Turkish tribes 
and to establish control over most of Asia Minor. In 1453 they captured 
Constantinople, the seat of the Byzantine Empire, and expanded into Christian 
Europe until nearly 1700. In studying the social structure of the Ottoman 
Empire, students should give attention to the role of women; the privileges 
of its conquered peoples; slavery; the political system; and the legal code. 
Analysis should be made of the geographic conditions that facilitated the 
expansion of Islam through the Middle East, through North and sub-Saharan 
Africa, to Spain, and east through Persia to India and Indonesia, with influences 
that persist in these regions to the present day. 

African States in the Middle Ages and Early Modern Times 

This unit begins with a geographic survey of sub-Saharan Africa and the 
landforms, climate, vegetation, rivers, and resources associated with its major 
geographic regions. 

Students should analyze the importance of an iron technology and of 
geographic location and trade in the development of the sub-Saharan empires of 
Ghana and Mali. Both became states of great wealth—Ghana, by controlling the 
trade in gold from the south; and Mali, by controlling both the southern trade 
in gold and the northern trade in salt. Students should also understand that 
slavery existed in these kingdoms and was part of the western African economy 
at the time. Both kingdoms exercised commercial, cultural, and political power 
over a large part of Africa. 

The Muslim conquest of Ghana ended in destruction of the kingdom 
(1076). Mali’s rulers, on the other hand, converted to Islam. Under Islamic rule, 
the nation achieved recognition as a major power. Its leading city, Timbuktu, 
with its university became known throughout the Muslim world as a center of 
learning, a tradition that lasted through Mali’s conquest by Songhay in the 
fourteenth century and Songhay’s fall two centuries later to Moroccan invaders. 

Civilizations of the Americas 

In this unit students are introduced to three great civilizations of Middle 
and South America: the Mayans, Aztecs, and Incas. By developing maps and 
time lines, students should be able to place these cultures in geographic and 
historical perspectives. With the development of maize agriculture around 
2000 B.C., foundations were laid for cultural advances in these regions. Mayan 
civilization achieved its Classic Age about the time the Greco-Roman civilization 
collapsed. The great cultural advance that began in Peru around 1000 B.C. 
culminated in the Imperial Incan civilization of the fourteenth century A.D. 
The Aztec civilization, which incorporated the achievements of its conquered 
neighbors, reached its height by the sixteenth century A.D. 
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The accomplishments of these civilizations should be explored: the Mayans 
for their noble architecture, calendar, pictographic writing, and astronomy; the 
Incas for their excellence in engineering and administration; and the Aztecs for 
their massive temple architecture and Aztec calendar. Historical and archaeo
logical records should help students understand the daily lives and beliefs of 
these people. 

China 

In this unit students examine Chinese culture and society during the 
Middle Ages, a period that saw the remarkable development in China of great 
cities; construction of large seagoing vessels; and great technological progress, 
including the invention of the compass, gunpowder, and printing. Important 
economic changes during the T’ang Dynasty (A.D. 618–906) and Song 
Dynasty (A.D. 960–1279) established a “modern” form of Chinese society that 
lasted well into the twentieth century. Students should analyze the economic 
foundations of this society in the conversion of the jungle regions of the 
Yangtze Valley into productive rice paddies. Elaborate irrigation systems and 
canals supported the production and distribution of vast quantities of rice to 
the imperial centers of the north. The wealth that resulted supported, in turn, 
a money economy, a merchant class engaged in extensive private trading, and 
the growth of China’s provincial cities. 

During the Mongol Ascendancy (1264–1368), a flourishing sea trade 
developed between China, India, and the coast of Southeast Asia. Foreign 
merchants such as Marco Polo were given special privileges and high office. 
The Ming Dynasty undertook between 1405 and 1423 a series of great 
maritime expeditions that eclipsed in scale the European exploits of a century 
later. Abruptly, in 1433, the Emperor suspended these enterprises, however, 
and forbade even the construction of seagoing vessels. Students should examine 
how the Chinese ideal of a unified state under one leader, with a strong 
bureaucracy controlling the machinery of government, restrained progress. 
Unable to control the growth of its maritime commerce, the bureaucracy chose 
instead to withdraw from it. 

Students should analyze how Confucian thought supported these actions 
and returned China to its traditional values. The merchant class was 
subordinated as a necessary evil of society, and little priority was placed on 
Chinese trade and manufacturing, which, in A.D. 1000, had been the most 
advanced in the world. The Chinese invention of printing fostered scholarly 
study and spread traditional ideas more widely throughout society. The outlook 
of the Chinese scholarly class came to dominate Chinese thought and govern
ment well into the twentieth century. Students should critically analyze the 
different ways in which Chinese inventions—gunpowder, the compass, and 
printing—affected China and the West. 

Course 
Descriptions 

Grade Seven 

Standard  7.3. 

Students analyze the 

geographic, political, 

economic, religious, and 

social structures of the 

civilizations of China in 

the Middle Ages. 

Historical 

Interpretation 6. 

Students interpret basic 

indicators of economic 

performance and 

conduct cost-benefit 

analyses of economic 

and political issues. 
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Course 
Descriptions 

Grade Seven 

Standard  7.5. 

Students analyze the 

geographic, political, 

economic, religious, and 

social structures of the 

civilizations of Medieval 

Japan. 

Standard  7.6. 

Students analyze the 

geographic, political, 

economic, religious, and 

social structures of 

the civilizations of 

Medieval Europe. 

Research, Evidence, 

and Point of View 4. 

Students assess the 

credibility of primary and 

secondary sources and 

draw sound conclusions 

from them. 

Japan 

Students will focus next on Japan during the time of Prince Shotoku’s 
regency (A.D. 592–632). Students should observe Japan’s close geographic 
proximity to the more ancient civilization of China and analyze how that led 
to the borrowing of ideas, institutions, and technology. At the same time they 
should consider how its insular location facilitated Japan’s political 
independence, allowing it to borrow selectively and to fashion a culture 
uniquely its own. 

With the establishment of direct relations between the Chinese and 
Japanese courts in A.D. 607, Japanese artists, craftspersons, scribes, interpreters, 
and diplomatic dignitaries made frequent visits to China. Members of Japan’s 
upper classes studied Chinese language, literature, philosophy, art, science, and 
government. Buddhism was introduced and blended with Japan’s traditional 
Shinto religion, “the way of the gods.” 

Students might compare Chinese poetry and painting appreciated in 
Japanese imperial courts with the distinctive Japanese style of painting that 
developed in the ninth century and with Noh drama, a unique Japanese art 
form. Between the ninth and eleventh centuries, Japanese literature entered a 
golden age and included the works of several gifted women authors, among 
them Murasaki Shikibu, whose Tale of Genji ranks among the classics of world 
literature. 

Medieval Societies: Europe and Japan 

In this unit students will encounter Europe during the High Middle Ages. 
This study will focus on the economic and political structure of feudal society; 
daily life and the role of women in medieval times; the growth of towns, trade, 
and technology; and the development of universities. Special attention should 
be paid to Christianity in the Middle Ages because the Church, more powerful 
than any feudal state, influenced every aspect of medieval life in Europe. 
The story of St. Francis of Assisi should be told, both for his embodiment of 
the Christian ideal and for the accessibility to students of his gentle beliefs. 
Attention also should be given to the Crusades, with these European 
undertakings viewed from both the Christian and Muslim vantage points. 
What were the Crusades? Why did they begin? What were their results? 

To understand what was distinctive about European culture during this 
period, students should compare Western Europe with Japan during the High 
Middle Ages. They will see that the two cultures had aspects in common: a 
feudal, lord-vassal system, with military leaders (shogun), great lords (daimyo), 
and knights (samurai). Both feudal societies emphasized personal loyalty to the 
lord, military skills, a strict code of honor, self-discipline, and fearlessness in 
battle. Students will also see striking differences in cultural values, religious 
beliefs, and social customs, including differences in women’s roles. Japanese 
Haiku poetry and European epic poetry, such as Beowulf, provide an interesting 
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contrast. By seeing that some cultural traditions have survived since the Middle 
Ages, including the importance that Japanese place on family loyalty and 
ceremonial rituals, students should better understand the meaning of historical 
continuity. They also should appreciate the significance of change by seeing 
how much both cultures have been transformed by forces of modernization 
while retaining aspects of their cultural heritage. 

Another aspect of medieval societies that students should understand was 
the continuing persecution of the Jewish minority; the massacre of Jews by the 
Crusaders; and the expulsion of Jews from England in 1290, from France in 
1306 and 1394, and from many German cities during the time of the Black 
Death. Students should learn of the conflicts between Christians and Muslims 
in Spain, beginning in 1085, and the plight of the Jews caught between the 
warring faiths. Examination of the Spanish and Portuguese inquisitions, during 
which people were tortured and burned at the stake, should demonstrate the 
lengths to which religious authorities went to force conversions and to destroy 
as heretics those who continued in their Judaic faith. The expulsion of the Jews 
and Muslims from Spain in 1492 should be noted. 

Europe During the Renaissance, the Reformation, 
and the Scientific Revolution 

This unit focuses on an unusually rich and important period whose effects 
continue to influence politics, religion, culture, and the arts of the present day. 

A remarkable burst of creativity that began in the fourteenth century in 
northern Italy and spread through Europe produced the artistic and literary 
advances of the Renaissance. Classical literature was rediscovered, and human
istic studies flourished. Particular attention should be paid to Florence, Italy, as 
a major center of commerce, creativity, and artistic genius. Students should be 
introduced to the writings of Shakespeare, Cervantes, and Machiavelli and to 
the art of Michelangelo, da Vinci, Botticelli, Raphael, Titian, Van Eyck, and 
Dürer. Examination of masterpieces such as Michelangelo’s Moses and Dürer’s 
The Four Horsemen of the Apocalypse will demonstrate the powerful vision of 
these artists as well as the power of art to communicate ideas. Students should 
analyze how Renaissance painting differed from that of the Middle Ages, even 
though both reflected many of the same religious themes and symbolisms. 
They should observe how Renaissance art reflected the advances of that age in 
science, mathematics, engineering techniques, and understanding of human 
anatomy. 

Students should closely examine the Protestant Reformation and become 
familiar with the religious beliefs of Martin Luther and John Calvin as well as 
the history of the English Bible. To understand why Luther’s 95 theses, nailed 
to the Wittenberg church door, had such historic results, students should 
consider the growing religious, political, and economic resistance to the 
supremacy of the Renaissance popes. Through vivid narrative, attention should 

Course 
Descriptions 

Grade Seven 

Standard 7.8. 

Students analyze the 

origins, accomplishments, 

and geographic diffusion 

of the Renaissance. 

Standard  7.9. 

Students analyze the 

historical developments 

of the Reformation. 
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Course 
Descriptions 

Grade Seven 

Standard  7.10. 

Students analyze the 

historical developments of 

the Scientific Revolution 

and its lasting effect on 

religious, political, and 

cultural institutions. 

Standard 7.11. 

Students analyze political 

and economic change in 

the sixteenth, seventeenth, 

and eighteenth centuries 

(the Age of Exploration, 

the Enlightenment, and the 

Age of Reason). 

be given to the dramatic series of events leading to Luther’s excommunication, 
the peasants’ revolt, the spread of the Reformation throughout northern Europe 
and England, the Catholic response in the Counter-Reformation, the revival of 
the Inquisition, and the bloody religious conflicts that followed. Most of 
Germanic Europe became Protestant, while most of Latin Europe remained 
loyal to Rome. Throughout Europe, the secular power of kings and local rulers 
grew at the expense of church authority and led to the age of kings. Students 
should learn the meaning of the divine right of kings, particularly in relation to 
the French monarchy. 

The beginnings of modern science can be found in these same tumultuous 
years of the sixteenth and early seventeenth centuries. Students should draw on 
their science courses to examine the significance of the methods of scientific 
observation, mathematical proof, and experimental science developed by such 
giants of this age as Galileo, Johannes Kepler, Francis Bacon, and Sir Isaac 
Newton. Students should consider the significance of the inventions of this 
age—the telescope, microscope, thermometer, barometer, and printing press— 
and observe how all these developments spurred European leadership in 
commerce and helped to usher in the age of exploration and the 
Enlightenment. 

Early Modern Europe: The Age of Exploration to the Enlightenment 

This unit begins with the age of exploration, with special attention given to 
Spanish and Portuguese explorations in the New World. Mapping activities will 
clarify the routes and empires established in these voyages of exploration and 
conquest. A brief review of the great heights attained by the Aztec and Incan 
civilizations should help students place in perspective the plunder and 
destruction of native cultures that followed the Spanish conquest of these lands. 
The role of disease in aiding the Spanish conquest and the long-term effects on 
native populations should also be examined. The drama of the Spanish galleons 
and maritime rivalries between Spain and England culminated in the English 
defeat of the Spanish Armada in 1588; the consequences of that event should 
be analyzed. 

Northern European seaports thrived as enterprising merchants expanded 
international commerce. In the 1600s Holland and England welcomed the 
return of the Jews, who brought their highly developed culture and commercial 
experience. By focusing on the origins of modern capitalism and the develop
ment of a market economy in seventeenth-century Europe, students should 
deepen their understanding of economics, recognizing the components of a 
market system and developing an understanding of the forces of supply and 
demand. 

This unit concludes with a study of the Enlightenment and its impact on 
the future of Western political thought, including the political ideas and 
institutions of the United States. The Enlightenment provoked a clash of ideas 
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between reason and authority, between the natural rights of human beings and 
the divine right of kings, and between experimentalism in science and dogmatic 
belief. Students will learn about the major figures of the Enlightenment and 
their influence on the ways Europeans viewed government and society. They 
also will see how the principles implicit in the Magna Carta were embodied in 
the English Bill of Rights, the French Declaration of the Rights of Man and of 
the Citizen, and the American Declaration of Independence. 

Linking Past to Present 

This study will conclude with an examination of the political and 
economic forces let loose in the Western world by the rise of capitalism and 
the Enlightenment and the impact of the ideas of this period on Western 
society in the future, especially on the young American republic that the 
students will be studying in grade eight. To carry this theme into modern 
times, students will consider the ways in which these ideas continue to 
influence our nation and the world today; for example, the importance of 
rationalism in science and technology; the effort to solve problems rationally 
in local, state, national, and international arenas; and the ideal of human 
rights, a vital issue today throughout the world. 

Course 
Descriptions 

Grade Seven 

Historical 

Interpretation 3. 

Students explain the 

sources of historical 

continuity and how the 

combination of ideas and 

events explains the 

emergence of new 

patterns. 
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Course History–Social Science Standards
Descriptions 

Grade Seven Grade Seven 
Content 
Standards World History and Geography: 

Medieval and Early Modern Times 

7.1	 Students analyze the causes and effects of the vast expansion and 
ultimate disintegration of the Roman Empire. 

1. Study the early strengths and lasting contributions of Rome 
(e.g., significance of Roman citizenship; rights under Roman law; 
Roman art, architecture, engineering, and philosophy; preservation 
and transmission of Christianity) and its ultimate internal weaknesses 
(e.g., rise of autonomous military powers within the empire, under-
mining of citizenship by the growth of corruption and slavery, lack 
of education, and distribution of news). 

2. Discuss the geographic borders of the empire at its height and the 
factors that threatened its territorial cohesion. 

3. Describe the establishment by Constantine of the new capital in 
Constantinople and the development of the Byzantine Empire, with 
an emphasis on the consequences of the development of two distinct 
European civilizations, Eastern Orthodox and Roman Catholic, and 
their two distinct views on church-state relations. 

7.2	 Students analyze the geographic, political, economic, religious, and 
social structures of the civilizations of Islam in the Middle Ages. 

1. Identify the physical features and describe the climate of the Arabian 
peninsula, its relationship to surrounding bodies of land and water, 
and nomadic and sedentary ways of life. 

2. Trace the origins of Islam and the life and teachings of Muhammad, 
including Islamic teachings on the connection with Judaism and 
Christianity. 

3. Explain the significance of the Qur’an and the Sunnah as the primary 
sources of Islamic beliefs, practice, and law, and their influence in 
Muslims’ daily life. 

4. Discuss the expansion of Muslim rule through military conquests and 
treaties, emphasizing the cultural blending within Muslim civilization 
and the spread and acceptance of Islam and the Arabic language. 

5. Describe the growth of cities and the establishment of trade routes 
among Asia, Africa, and Europe, the products and inventions that 
traveled along these routes (e.g., spices, textiles, paper, steel, new 
crops), and the role of merchants in Arab society. 
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6. Understand the intellectual exchanges among Muslim scholars of Course 
Descriptions

Eurasia and Africa and the contributions Muslim scholars made to 
later civilizations in the areas of science, geography, mathematics, Grade Seven 

philosophy, medicine, art, and literature. Content 
Standards 

7.3	 Students analyze the geographic, political, economic, religious, and 
social structures of the civilizations of China in the Middle Ages. 

1. Describe the reunification of China under the Tang Dynasty and 
reasons for the spread of Buddhism in Tang China, Korea, and Japan. 

2. Describe agricultural, technological, and commercial developments 
during the Tang and Song periods. 

3. Analyze the influences of Confucianism and changes in Confucian 
thought during the Song and Mongol periods. 

4. Understand the importance of both overland trade and maritime 
expeditions between China and other civilizations in the Mongol 
Ascendancy and Ming Dynasty. 

5. Trace the historic influence of such discoveries as tea, the manufac
ture of paper, wood-block printing, the compass, and gunpowder. 

6. Describe the development of the imperial state and the scholar-
official class. 

7.4	 Students analyze the geographic, political, economic, religious, 
and social structures of the sub-Saharan civilizations of Ghana 
and Mali in Medieval Africa. 

1. Study the Niger River and the relationship of vegetation zones of 
forest, savannah, and desert to trade in gold, salt, food, and slaves; 
and the growth of the Ghana and Mali empires. 

2. Analyze the importance of family, labor specialization, and regional 
commerce in the development of states and cities in West Africa. 

3. Describe the role of the trans-Saharan caravan trade in the changing 
religious and cultural characteristics of West Africa and the influence 
of Islamic beliefs, ethics, and law. 

4. Trace the growth of the Arabic language in government, trade, and 
Islamic scholarship in West Africa. 

5. Describe the importance of written and oral traditions in the trans-
mission of African history and culture. 

7.5	 Students analyze the geographic, political, economic, religious, 
and social structures of the civilizations of Medieval Japan. 

1. Describe the significance of Japan’s proximity to China and Korea 
and the intellectual, linguistic, religious, and philosophical influence 
of those countries on Japan. 
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Course 2. Discuss the reign of Prince Shotoku of Japan and the characteristics of
Descriptions 

Japanese society and family life during his reign. 

Grade Seven 3. Describe the values, social customs, and traditions prescribed by the 
Content lord-vassal system consisting of shogun, daimyo, and samurai and the 
Standards 

lasting influence of the warrior code throughout the twentieth century. 
4. Trace the development of distinctive forms of Japanese Buddhism. 
5. Study the ninth and tenth centuries’ golden age of literature, art, and 

drama and its lasting effects on culture today, including Murasaki 
Shikibu’s Tale of Genji. 

6. Analyze the rise of a military society in the late twelfth century and the 
role of the samurai in that society. 

7.6	 Students analyze the geographic, political, economic, religious, and 
social structures of the civilizations of Medieval Europe. 

1. Study the geography of Europe and the Eurasian land mass, including 
their location, topography, waterways, vegetation, and climate and 
their relationship to ways of life in Medieval Europe. 

2. Describe the spread of Christianity north of the Alps and the roles 
played by the early church and by monasteries in its diffusion after the 
fall of the western half of the Roman Empire. 

3. Understand the development of feudalism, its role in the medieval 
European economy, the way in which it was influenced by physical 
geography (the role of the manor and the growth of towns), and how 
feudal relationships provided the foundation of political order. 

4. Demonstrate an understanding of the conflict and cooperation between 
the Papacy and European monarchs (e.g., Charlemagne, Gregory VII, 
Emperor Henry IV). 

5. Know the significance of developments in medieval English legal and 
constitutional practices and their importance in the rise of modern 
democratic thought and representative institutions (e.g., Magna Carta, 
parliament, development of habeas corpus, an independent judiciary in 
England). 

6. Discuss the causes and course of the religious Crusades and their effects 
on the Christian, Muslim, and Jewish populations in Europe, with 
emphasis on the increasing contact by Europeans with cultures of the 
Eastern Mediterranean world. 

7. Map the spread of the bubonic plague from Central Asia to China, the 
Middle East, and Europe and describe its impact on global population. 

8. Understand the importance of the Catholic church as a political, 
intellectual, and aesthetic institution (e.g., founding of universities, 
political and spiritual roles of the clergy, creation of monastic and 
mendicant religious orders, preservation of the Latin language and 
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religious texts, St. Thomas Aquinas’s synthesis of classical philosophy Course 
Descriptions

with Christian theology, and the concept of “natural law”). 
9. Know the history of the decline of Muslim rule in the Iberian Penin- Grade Seven 

sula that culminated in the Reconquista and the rise of Spanish and Content 
Standards 

Portuguese kingdoms. 

7.7	 Students compare and contrast the geographic, political, economic, 
religious, and social structures of the Meso-American and Andean 
civilizations. 

1. Study the locations, landforms, and climates of Mexico, Central 
America, and South America and their effects on Mayan, Aztec, and 
Incan economies, trade, and development of urban societies. 

2. Study the roles of people in each society, including class structures, 
family life, warfare, religious beliefs and practices, and slavery. 

3. Explain how and where each empire arose and how the Aztec and 
Incan empires were defeated by the Spanish. 

4. Describe the artistic and oral traditions and architecture in the three 
civilizations. 

5. Describe the Meso-American achievements in astronomy and 
mathematics, including the development of the calendar and the 
Meso-American knowledge of seasonal changes to the civilizations’ 
agricultural systems. 

7.8	 Students analyze the origins, accomplishments, and geographic 
diffusion of the Renaissance. 

1. Describe the way in which the revival of classical learning and the arts 
fostered a new interest in humanism (i.e., a balance between intellect 
and religious faith). 

2. Explain the importance of Florence in the early stages of the Renais
sance and the growth of independent trading cities (e.g., Venice), 
with emphasis on the cities’ importance in the spread of Renaissance 
ideas. 

3. Understand the effects of the reopening of the ancient “Silk Road” 
between Europe and China, including Marco Polo’s travels and the 
location of his routes. 

4. Describe the growth and effects of new ways of disseminating infor
mation (e.g., the ability to manufacture paper, translation of the Bible 
into the vernacular, printing). 

5. Detail advances made in literature, the arts, science, mathematics, 
cartography, engineering, and the understanding of human anatomy 
and astronomy (e.g., by Dante Alighieri, Leonardo da Vinci, 
Michelangelo di Buonarroti Simoni, Johann Gutenberg, William 
Shakespeare). 
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Course 
Descriptions 

Grade Seven 
Content 
Standards 

7.9 Students analyze the historical developments of the Reformation. 

1. List the causes for the internal turmoil in and weakening of the 
Catholic church (e.g., tax policies, selling of indulgences). 

2. Describe the theological, political, and economic ideas of the major 
figures during the Reformation (e.g., Desiderius Erasmus, Martin 
Luther, John Calvin, William Tyndale). 

3. Explain Protestants’ new practices of church self-government and the 
influence of those practices on the development of democratic 
practices and ideas of federalism. 

4. Identify and locate the European regions that remained Catholic and 
those that became Protestant and explain how the division affected 
the distribution of religions in the New World. 

5. Analyze how the Counter Reformation revitalized the Catholic 
church and the forces that fostered the movement (e.g., St. Ignatius 
of Loyola and the Jesuits, the Council of Trent). 

6. Understand the institution and impact of missionaries on Christianity 
and the diffusion of Christianity from Europe to other parts of the 
world in the medieval and early modern periods; locate missions on a 
world map. 

7. Describe the Golden Age of cooperation between Jews and Muslims 
in medieval Spain that promoted creativity in art, literature, and 
science, including how that cooperation was terminated by the 
religious persecution of individuals and groups (e.g., the Spanish 
Inquisition and the expulsion of Jews and Muslims from Spain in 
1492). 

7.10	 Students analyze the historical developments of the Scientific 
Revolution and its lasting effect on religious, political, and cultural 
institutions. 

1. Discuss the roots of the Scientific Revolution (e.g., Greek rationalism; 
Jewish, Christian, and Muslim science; Renaissance humanism; new 
knowledge from global exploration). 

2. Understand the significance of the new scientific theories (e.g., those 
of Copernicus, Galileo, Kepler, Newton) and the significance of new 
inventions (e.g., the telescope, microscope, thermometer, barometer). 

3. Understand the scientific method advanced by Bacon and Descartes, 
the influence of new scientific rationalism on the growth of demo
cratic ideas, and the coexistence of science with traditional religious 
beliefs. 
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7.11	 Students analyze political and economic change in the sixteenth, 
seventeenth, and eighteenth centuries (the Age of Exploration, the 
Enlightenment, and the Age of Reason). 

1. Know the great voyages of discovery, the locations of the routes, and 
the influence of cartography in the development of a new European 
worldview. 

2. Discuss the exchanges of plants, animals, technology, culture, and 
ideas among Europe, Africa, Asia, and the Americas in the fifteenth 
and sixteenth centuries and the major economic and social effects on 
each continent. 

3. Examine the origins of modern capitalism; the influence of mercantil
ism and cottage industry; the elements and importance of a market 
economy in seventeenth-century Europe; the changing international 
trading and marketing patterns, including their locations on a world 
map; and the influence of explorers and map makers. 

4. Explain how the main ideas of the Enlightenment can be traced back 
to such movements as the Renaissance, the Reformation, and the 
Scientific Revolution and to the Greeks, Romans, and Christianity. 

5. Describe how democratic thought and institutions were influenced 
by Enlightenment thinkers (e.g., John Locke, Charles-Louis 
Montesquieu, American founders). 

6. Discuss how the principles in the Magna Carta were embodied in 
such documents as the English Bill of Rights and the American 
Declaration of Independence. 

Course 
Descriptions 

Grade Seven 
Content 

Standards 
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Course 
Descriptions 

Grade Eight 

Standard  8.1. 

Students understand the 

major events preceding the 

founding of the nation and 

relate their significance to 

the development of 

American constitutional 

democracy. 

Standard  8.1. 

Students understand the 

major events preceding the 

founding of the nation and 

relate their significance to 

the development of 

American constitutional 

democracy. 

Research, Evidence, 

and Point of View 1. 

Students frame questions 

that can be answered by 

historical study and 

research. 

Standard  8.2. 

Students analyze the political 

principles underlying the 

U.S. Constitution and 

compare the enumerated 

and implied powers of 

the federal government. 

Grade Eight— 
United States History 
and Geography: 
Growth and Conflict 

The eighth-grade course of study begins with an 
intensive review of the major ideas, issues, and 
events preceding the founding of the nation. 

Students will concentrate on the critical events of the period—from the framing 
of the Constitution to World War I. 

Connecting with Past Learnings: Our Colonial Heritage 

This year’s study of American history begins with a selective review of 
significant developments of the colonial era with emphasis on the development 
of democratic institutions founded in Judeo-Christian religious thinking, in 
Enlightenment philosophy, and in English parliamentary traditions; the 
development of an economy based on agriculture, commerce, and handicraft 
manufacturing; and the emergence of major regional differences in the colonies. 

Connecting with Past Learnings: A New Nation 

This unit begins with an in-depth examination of the major events and 
ideas leading to the American War for Independence. Readings from the 
Declaration of Independence should be used to discuss these questions: What 
are “natural rights” and “natural law”? What did Jefferson mean when he wrote 
that “all men are created equal” and “endowed by their Creator with certain 
unalienable rights”? What were the “Laws of Nature” and “Nature’s God” to 
which Jefferson appealed? 

Close attention should be paid to the moral and political ideas of the 
Great Awakening and its effect on the development of revolutionary fervor. 
By reading excerpts from original documents such as sermons of the Great 
Awakening and Thomas Paine’s Common Sense, students should be able to 
understand the revolutionary and moral thinking of the times. Students should 
become familiar with the debates between Whigs and Tories, the major turning 
points in the War for Independence, and the contributions of George 
Washington, Thomas Jefferson, Benjamin Franklin, and other leaders of the 
new nation. Students should understand the significance that the American 
Revolution had for other nations, especially France. 

The Constitution of the United States 

In this unit students concentrate on the shaping of the Constitution and 
the nature of the government that it created. Students should review the major 
ideas of the Enlightenment and the origins of self-government in the Magna 
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Carta, the English Bill of Rights of 1689, the Mayflower Compact, the Virginia 
House of Burgesses, and the New England town meeting. This background will 
help students appreciate the framers’ efforts to create a government that was 
neither too strong (because it might turn into despotism) nor too weak (as the 
Articles of Confederation proved to be). 

Excerpts from the document written at the Constitutional Convention in 
Philadelphia should be read, discussed, and analyzed. Students should consider 
the issues that divided the Founding Fathers and examine the compromises 
they adopted. Although the Constitution never explicitly mentions slavery, 
several compromises preserved the institution; namely, the three-fifths rule of 
representation, the slave importation clause, and the fugitive slave clause. Why 
were these provisions so important to southern delegates? Why were these 
contradictions with the nation’s ideals adopted? What were their long-term 
costs to black men and women and to the nation? To analyze these issues, 
students must recognize that the American Revolution had transformed slavery 
from a national to a sectional institution and that nine out of ten American 
slaves lived in the South. Students should discuss the status of women as 
reflected in the Constitution of 1787. They should recognize as well the great 
achievements of the Constitution: (1) it created a democratic form of govern
ment based on the consent of the governed—a rarity in history; and (2) it 
established a government that has survived more than 200 years by a delicate 
balancing of power and interests and by providing a process of amendment to 
adapt the Constitution to the needs of a changing society. 

Launching the Ship of State 

In this unit students consider the enormous tasks that faced the new 
nation and its leaders through this difficult period; for example, Washington, 
Jefferson, Madison, Hamilton, and the Adamses. The new nation had to 
demonstrate that its government would work, and in 1812 it had to fight a war 
to prove its sovereignty. Students should discuss the belief of the nation’s 
founders that the survival of a democratic society depends on an educated 
people. Students should analyze the connection between education and 
democracy symbolized in the Northwest Ordinance and in Jefferson’ dictum, 
“If a nation expects to be ignorant and free, in a state of civilization, it expects 
what never was and never will be.” Attention should be paid to the types of 
education received in church schools, dame schools, and at home. 

Students also should examine the daily life of ordinary people in the new 
nation, including farmers, merchants, and traders; women; blacks, both slave 
and free; and American Indians. Reading excerpts from works by James 
Fenimore Cooper and Washington Irving will help bring this period alive. 

Course 
Descriptions 

Grade Eight 

Research, Evidence, 

and Point of View 5. 

Students detect the 

different historical points 

of view on historical 

events and determine the 

context in which the 

historical statements 

were made (the questions 

asked, sources used, 

author’s perspectives). 

Standard  8.3. 

Students understand 

the foundation of the 

American political 

system and the ways in 

which citizens 

participate in it. 

Standard 8.4. 

Students analyze the 

aspirations and ideals 

of the people of the 

new nation. 

Standard 8.5. 

Students analyze 

U.S. foreign policy in 

the early Republic. 
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Course 
Descriptions 

Grade Eight 

Standard  8.8. 

Students analyze 

the divergent paths 

of the American people 

in the West from 1800 

to the mid-1800s and 

the challenges they faced. 

The Divergent Paths of the American People: 1800–1850 

This unit follows the nation’s regional development in the West, 
Northeast, and South. Throughout this study students should be encouraged 
to view historical events empathetically as though they were there, working in 
places such as mines, cotton fields, and mills. 

The West. The West should be studied for its deep influence on the 
politics, economy, mores, and culture of the nation. It opened domestic 
markets for seaboard merchants; it offered new frontiers for immigrants and 
discontented Easterners; and it provided a folklore of individualism and rugged 
frontier life that has become a significant aspect of our national self-image. 

The election of Andrew Jackson in 1828 reflected the steady expansion of 
male suffrage, symbolized the shift of political power to the West, and opened a 
new era of political democracy in the United States. President Jackson was both 
a remarkable man and a symbol of his age. Jacksonian Democracy should be 
analyzed in terms of its supporters—farmers with small holdings, artisans, 
laborers, and middle-class businessmen. The democratizing effect of frontier 
life on the relations between men and women should be noted. Original 
documents will show the varied roles played by frontier women such as 
California’s Annie Bidwell, who promoted women’s rights and worked for 
social change. 

In studying Jackson’s presidency, students should debate his spoils system, 
veto of the National Bank, policy of Indian removal, and opposition to the 
Supreme Court. Alexis de Tocqueville’s nine-month visit to the United States 
at this time, during which he sought to identify the general principles of 
democracy in America, can provide students an opportunity to compare his 
description of national character in the 1830s with American life today. 

The story of the acquisition, exploration, and settlement of the trans-
Mississippi West, from the Louisiana Purchase in 1803 to the admission of 
California as a state in 1850, should be reviewed. This was a period marked by 
a strong spirit of nationalism and “manifest destiny.” To deepen their under-
standing of the changing geography and settlement of this immense land, 
students might read from the journals of the Lewis and Clark Expedition to the 
Northwest; map the explorations of trailblazers such as Zebulon Pike; discuss 
the searing accounts of the removal of Indians and the Cherokees’ “Trail of 
Tears”; and interpret maps and documents relating to the long sea voyages and 
overland treks that opened the West. Attention should be given to the role of 
the great rivers and the struggles over water rights in the development of the 
West. Students should study the northward movement of settlers from Mexico 
into the great Southwest, with emphasis on the location of Mexican settle
ments, their cultural traditions, their attitudes toward slavery, their land-grant 
system, and the economy they established in these regions. Students need this 
background before they can analyze the events that followed the arrival of 
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westward-moving settlers from the East into these Mexican territories. Special 
attention should be given to the Mexican-American War, its territorial settle
ments, and its aftermath in the lives of the Mexican families who first lived in 
the region. 

The Northeast. The industrial revolution in the Northeast had important 
repercussions throughout the nation. Inventions between 1790 and 1850 
transformed manufacturing, transportation, mining, communications, and 
agriculture and profoundly affected how people lived and worked. Skilled 
craftspersons were replaced by mechanized production in shops, mills, and 
factories, so well depicted by Charles Dickens in his American Notes and in the 
letters written by young women who left home to work in the mills of Lowell, 
Massachusetts. Immigrants flocked to the cities. Periods of boom and bust 
created both progress and poverty. 

An age of reform began that made life more bearable for the less fortunate 
and expanded opportunities for many. Students should imagine what life was 
like for young people in the 1830s in order to appreciate Horace Mann’s 
crusade for free public education for all. Students should read excerpts from 
original documents explaining the social and civic purposes of public education. 
Typical schoolbooks of the period should be used with attention to their 
elocution exercises, moral lessons, and orations (for example, The Columbian 
Orator). Role playing should enable students to imagine life in a mill or factory 
and a day in a Lancastrian school. Students should review the legal and 
economic status of women and learn about the major impetus given to the 
women’s rights movement by leaders such as Susan B. Anthony and Elizabeth 
Cady Stanton. They should read and discuss the Seneca Falls Declaration of 
Sentiment and compare it with the Declaration of Independence. Efforts by 
educators such as Emma Willard and Mary Lyon to establish schools and 
colleges for women should be noted. Major campaigns to reform mental 
institutions and prisons should be explained by vividly portraying the 
conditions that evoked them. Students also should become familiar with the 
work of Dorothea Dix and the significance of Charles Finney as the leader of 
the second Great Awakening, inspiring religious zeal, moral commitment, and 
support for the abolitionist movement. Students should examine the 
relationship of these events to contemporary issues. 

The South. During these years, the South diverged dramatically from the 
Northeast and the West. Its aristocratic tradition and plantation economy 
depended on a system of slave labor to harvest such cash crops as cotton, rice, 
sugarcane, and tobacco. Black slavery, the “peculiar institution” of the South, 
had marked effects on the region’s political, social, economic, and cultural 
development. Increasingly at odds with the rest of the nation, the South was 
unable to share in the egalitarian surge of the Jacksonian era or in the reform 
campaigns of the 1840s. Its system of public education lagged far behind the 
rest of the nation. 
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Course 
Descriptions 

Grade Eight 

Research, Evidence, 

and Point of View 4. 

Students assess the 

credibility of primary and 

secondary sources and 

draw sound conclusions 

from them. 

Standard  8.9. 

Students analyze the early 

and steady attempts to 

abolish slavery and to 

realize the ideals of 

the Declaration of 

Independence. 

The institution of slavery in the South should be studied in its historical 
context. Students should review their seventh-grade studies of West African 
civilizations before the coming of the Europeans and compare the American 
system of chattel slavery, which considered people as property, with slavery in 
other societies. Attention should be paid to the daily lives of slaves on the 
plantations, the inhuman practices of slave auctions, the illiteracy enforced on 
slaves by law, and the many laws that suppressed the efforts of slaves to win 
their freedom. Students should observe how these laws became increasingly 
severe following the 1831 slave revolts in South Carolina and Virginia. 
Particular attention should be paid to the more than 100,000 free blacks in the 
South and the laws that curbed their freedom and economic opportunity. 
Students should also compare the situations of free blacks in the South and in 
the North and note that freedom from slavery did not necessarily lead to 
acceptance and equality. 

The dramatic story of the abolitionist movement, led by people such as 
Theodore Weld and William Lloyd Garrison, should be told. Attention should 
be given to what blacks did themselves in working for their own freedom: their 
organizations, which mobilized legal action; their petitions to Congress for 
redress of the fugitive slave laws and for emancipation of the slaves; the activi
ties of leading black abolitionists such as Frederick Douglass, Charles Remond, 
and Sojourner Truth; and the direct actions of free blacks such as Harriet 
Tubman and Robert Purvis in the underground movement to assist slaves to 
escape. 

Excerpts from Frederick Douglass’s What the Black Man Wants, David 
Walker’s Appeal, Harriet Beecher Stowe’s Uncle Tom’s Cabin, and Fanny 
Kemble’s Description of Life on a Southern Plantation, as well as excerpts from 
slave narratives and abolitionist tracts of this period, will bring these people and 
events alive for students. 

Toward a More Perfect Union: 1850–1879 

In this unit students concentrate on the causes and consequences of the 
Civil War. They should discover how the issue of slavery eventually became too 
divisive to ignore or tolerate. They should understand the significance of such 
events as the Wilmot Proviso, the Compromise of 1850, the Kansas-Nebraska 
Act, the Ostend Manifesto, the Dred Scott case, and the Lincoln-Douglas 
debates. Students should understand the basic challenge to the Constitution 
and the Union posed by the secession of the southern states and the doctrine of 
nullification. The war itself should be studied closely, both the critical battle-
field campaigns and the human meaning of the war in the lives of soldiers, free 
blacks, slaves, women, and others. Special attention should be paid to Abraham 
Lincoln’s presidency, including his Gettysburg Address, the Emancipation 
Proclamation, and his inaugural addresses. 
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The Civil War should be treated as a watershed in American history. It 
resolved a challenge to the very existence of the nation, demolished (and 
mythologized) the antebellum way of life in the South, and created the proto
type of modern warfare. To understand the ordeal of Reconstruction, students 
should consider the economic and social changes that came with the end of 
slavery and how blacks attained political freedom and exercised power within a 
few years after the war. They should learn of the postwar struggle for control of 
the South and of the impeachment of President Andrew Johnson. A federal 
civil rights bill granting full equality to black Americans was followed by 
adoption of the thirteenth, fourteenth, and fifteenth amendments. Black 
citizens, newly organized as Republicans, influenced the direction of southern 
politics and elected 22 members of Congress. Students should examine the 
Reconstruction governments in the South; observe the reaction of Southerners 
toward northern “carpetbaggers” and to the Freedman’s Bureau, which sent 
northern teachers to educate the ex-slaves; and consider the consequences of the 
1872 Amnesty Act and the fateful election of 1876, followed by the prompt 
withdrawal of federal troops from the South. 

Students should analyze how events during and after Reconstruction raised 
and then dashed the hopes of black Americans for full equality. They should 
understand how the thirteenth, fourteenth, and fifteenth amendments to the 
Constitution were undermined by the courts and political interests. They 
should learn how slavery was replaced by black peonage, segregation, Jim Crow 
laws, and other legal restrictions on the rights of blacks, capped by the Supreme 
Court’s Plessy v. Ferguson decision in 1896 (“separate but equal”). Racism 
prevailed, enforced by lynch mobs, the Ku Klux Klan, and popular sentiment. 
Students also should understand the connection between these amendments 
and the civil rights movement of the 1960s. Although undermined by the 
courts a century ago, these amendments became the basis for all civil rights 
progress in the twentieth century. 

The Rise of Industrial America: 1877–1914 

The period from the end of Reconstruction to World War I transformed 
the nation. This complex period was marked by the settling of the trans-
Mississippi West, the expansion and concentration of basic industries, the 
establishment of national transportation networks, a human tidal wave of 
immigration from southern and eastern Europe, growth in the number and size 
of cities, accumulation of great fortunes by a small number of entrepreneurs, 
the rise of organized labor, and increased American involvement in foreign 
affairs. The building of the transcontinental railroad, the destruction of the 
buffalo, the Indian wars, and the removal of American Indians to reservations 
are events to be studied and analyzed. Reading Chief Joseph’s words of 
surrender to U.S. Army troops in 1877 will help students grasp the heroism 
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Course 
Descriptions 

Grade Eight 

Historical 

Interpretation 6. 

Students interpret basic 

indicators of economic 

performance and conduct 

cost-benefit analyses of 

economic and political 

issues. 

and human tragedy that accompanied the conquest of this last frontier. By 
1914 the frontier was closed, and the forty-eighth state had entered the Union. 

Progress was spurred by new technology in the farming, manufacturing, 
engineering, and producing of consumer goods. Mass production, the 
department store, suspension bridges, the telegraph, the discovery of electricity, 
high-rise buildings, and the streetcar seemed to confirm the idea of unending 
progress, only occasionally slowed by temporary periods of financial distress. 
Yet, beneath the surface of the “Gilded Age,” there was a dark side, seen in the 
activities of corrupt political bosses; in the ruthless practices of businesses; in 
the depths of poverty and unemployment experienced in the teeming cities; in 
the grinding labor of women and children in sweatshops, mills, and factories; in 
the prejudice displayed against blacks, Hispanics, Catholics, Jews, Asians, and 
other newcomers; and in the violence associated with labor unrest. 

Attention should be given to the developing West and Southwest during 
these years. The great mines and large-scale commercial farming of this region 
provided essential resources for the industrial development of the nation. 
Families from Mexico increasingly provided the labor force that developed this 
region. Students should understand the social, economic, and political 
handicaps encountered by these immigrants. Yet, Mexican-American 
communities survived and even thrived, strengthened by their rich cultural 
traditions and community life. 

Students should examine the importance of social Darwinism as a 
justification for child labor, unregulated working conditions, and laissez-faire 
policies toward big business. They should consider the political programs and 
activities of Populists, Progressives, settlement house workers, muckrakers, and 
other reformers. They should follow the rise of the labor movement and 
understand the changing role of government in ameliorating social and 
economic conditions. 

The consolidation of public education in the United States and the 
dramatic growth of public high school enrollments should be noted. By 
discussing what a typical day was like for their counterparts during these years 
and reading stories and poems from the McGuffey Readers, which were used by 
more than half the school-age population in the late nineteenth century, 
students gain a sense of what these schools were like. 

This period also was notable for the extension of the United States beyond 
its borders. Students can trace the major trends in our foreign policy, from 
George Washington’s Farewell Address to the Monroe Doctrine, from our 
involvement in the Spanish-American War to interventionist policies of 
Theodore Roosevelt and Woodrow Wilson, culminating in our entry into 
World War I. By discussing and debating the issues, students should be able 
to formulate appropriate questions about the American role in these wars. 
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Literature should deepen students’ understanding of the life of this period, 
including the immigrant experience, portrayed in Willa Cather’s My Antonia 
and O. E. Rolvaag’s Giants in the Earth; life in the slums, portrayed in Jacob 
Riis’s books; and Mark Twain’s Huckleberry Finn, unsurpassed as a sardonic 
commentary on the times. 

Linking Past to Present 

In this last unit students should examine the transformation of social 
conditions in the United States from 1914 to the present. They should assess 
major changes in the social and economic status of blacks, immigrants, women, 
religious minorities, children, and workers. Students should analyze the eco
nomic handicaps on the life chances of a person without an education then and 
now. They should understand how economic changes have eliminated certain 
kinds of jobs and created others. They should have a sense of the economic 
growth in twentieth-century America that has drawn most people into the 
middle class while leaving a significant minority behind. 

To understand the changes that have occurred in social conditions over 
time, students should analyze the role of the Constitution as a mechanism to 
guarantee the rights of individuals and to ban discrimination. Teachers should 
encourage discussion of the citizen’s ethical obligation to oppose discrimination 
against individuals and groups and the converse obligation to work toward a 
society in which all people enjoy equal rights and a good life. In this unit 
students should ask themselves: How have things changed over time? Why did 
these changes occur? They should discuss how citizens in a democracy can 
influence events and, through participation, apply ethical standards to 
public life. 
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Course History–Social Science Standards
Descriptions 

Grade Eight Grade Eight 
Content 
Standards 

United States History and Geography: 
Growth and Conflict 

8.1	 Students understand the major events preceding the founding of the 
nation and relate their significance to the development of American 
constitutional democracy. 

1. Describe the relationship between the moral and political ideas of the 
Great Awakening and the development of revolutionary fervor. 

2. Analyze the philosophy of government expressed in the Declaration 
of Independence, with an emphasis on government as a means of 
securing individual rights (e.g., key phrases such as “all men are 
created equal, that they are endowed by their Creator with certain 
unalienable Rights”). 

3. Analyze how the American Revolution affected other nations, espe
cially France. 

4. Describe the nation’s blend of civic republicanism, classical liberal 
principles, and English parliamentary traditions. 

8.2	 Students analyze the political principles underlying the U.S. 
Constitution and compare the enumerated and implied powers 
of the federal government. 

1. Discuss the significance of the Magna Carta, the English Bill of 
Rights, and the Mayflower Compact. 

2. Analyze the Articles of Confederation and the Constitution and the 
success of each in implementing the ideals of the Declaration of 
Independence. 

3. Evaluate the major debates that occurred during the development of 
the Constitution and their ultimate resolutions in such areas as shared 
power among institutions, divided state-federal power, slavery, the 
rights of individuals and states (later addressed by the addition of the 
Bill of Rights), and the status of American Indian nations under the 
commerce clause. 

4. Describe the political philosophy underpinning the Constitution as 
specified in the Federalist Papers (authored by James Madison, 
Alexander Hamilton, and John Jay) and the role of such leaders as 
Madison, George Washington, Roger Sherman, Gouverneur Morris, 
and James Wilson in the writing and ratification of the Constitution. 

5. Understand the significance of Jefferson’s Statute for Religious 
Freedom as a forerunner of the First Amendment and the origins, 
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purpose, and differing views of the founding fathers on the issue of 
the separation of church and state. 

6. Enumerate the powers of government set forth in the Constitution 
and the fundamental liberties ensured by the Bill of Rights. 

7. Describe the principles of federalism, dual sovereignty, separation of 
powers, checks and balances, the nature and purpose of majority rule, 
and the ways in which the American idea of constitutionalism 
preserves individual rights. 

8.3 Students understand the foundation of the American political 
system and the ways in which citizens participate in it. 

1. Analyze the principles and concepts codified in state constitutions 
between 1777 and 1781 that created the context out of which 
American political institutions and ideas developed. 

2. Explain how the ordinances of 1785 and 1787 privatized national 
resources and transferred federally owned lands into private holdings, 
townships, and states. 

3. Enumerate the advantages of a common market among the states as 
foreseen in and protected by the Constitution’s clauses on interstate 
commerce, common coinage, and full-faith and credit. 

4. Understand how the conflicts between Thomas Jefferson and 
Alexander Hamilton resulted in the emergence of two political parties 
(e.g., view of foreign policy, Alien and Sedition Acts, economic 
policy, National Bank, funding and assumption of the revolutionary 
debt). 

5. Know the significance of domestic resistance movements and ways 
in which the central government responded to such movements 
(e.g., Shays’ Rebellion, the Whiskey Rebellion). 

6. Describe the basic law-making process and how the Constitution 
provides numerous opportunities for citizens to participate in 
the political process and to monitor and influence government 
(e.g., function of elections, political parties, interest groups). 

7. Understand the functions and responsibilities of a free press. 

8.4	 Students analyze the aspirations and ideals of the people of the 
new nation. 

1. Describe the country’s physical landscapes, political divisions, and 
territorial expansion during the terms of the first four presidents. 

2. Explain the policy significance of famous speeches (e.g., Washing-
ton’s Farewell Address, Jefferson’s 1801 Inaugural Address, 
John Q. Adams’s Fourth of July 1821 Address). 

3. Analyze the rise of capitalism and the economic problems and 
conflicts that accompanied it (e.g., Jackson’s opposition to the 
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Course National Bank; early decisions of the U.S. Supreme Court that
Descriptions 

reinforced the sanctity of contracts and a capitalist economic system 

Grade Eight of law).�
Content 4. Discuss daily life, including traditions in art, music, and literature, of�
Standards 

early national America (e.g., through writings by Washington Irving, 
James Fenimore Cooper). 

8.5 Students analyze U.S. foreign policy in the early Republic. 

1. Understand the political and economic causes and consequences of 
the War of 1812 and know the major battles, leaders, and events that 
led to a final peace. 

2. Know the changing boundaries of the United States and describe the 
relationships the country had with its neighbors (current Mexico and 
Canada) and Europe, including the influence of the Monroe Doc-
trine, and how those relationships influenced westward expansion and 
the Mexican-American War. 

3. Outline the major treaties with American Indian nations during the 
administrations of the first four presidents and the varying outcomes 
of those treaties. 

8.6	 Students analyze the divergent paths of the American people from 
1800 to the mid-1800s and the challenges they faced, with emphasis 
on the Northeast. 

1. Discuss the influence of industrialization and technological develop
ments on the region, including human modification of the landscape 
and how physical geography shaped human actions (e.g., growth of 
cities, deforestation, farming, mineral extraction). 

2. Outline the physical obstacles to and the economic and political 
factors involved in building a network of roads, canals, and railroads 
(e.g., Henry Clay’s American System). 

3. List the reasons for the wave of immigration from Northern Europe 
to the United States and describe the growth in the number, size, and 
spatial arrangements of cities (e.g., Irish immigrants and the Great 
Irish Famine). 

4. Study the lives of black Americans who gained freedom in the North 
and founded schools and churches to advance their rights and 
communities. 

5. Trace the development of the American education system from its 
earliest roots, including the roles of religious and private schools and 
Horace Mann’s campaign for free public education and its assimilat
ing role in American culture. 
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6. Examine the women’s suffrage movement (e.g., biographies, writings, 
and speeches of Elizabeth Cady Stanton, Margaret Fuller, Lucretia 
Mott, Susan B. Anthony). 

7. Identify common themes in American art as well as transcendentalism 
and individualism (e.g., writings about and by Ralph Waldo Emerson, 
Henry David Thoreau, Herman Melville, Louisa May Alcott, 
Nathaniel Hawthorne, Henry Wadsworth Longfellow). 

8.7	 Students analyze the divergent paths of the American people in the 
South from 1800 to the mid-1800s and the challenges they faced. 

1. Describe the development of the agrarian economy in the South, 
identify the locations of the cotton-producing states, and discuss the 
significance of cotton and the cotton gin. 

2. Trace the origins and development of slavery; its effects on black 
Americans and on the region’s political, social, religious, economic, 
and cultural development; and identify the strategies that were tried to 
both overturn and preserve it (e.g., through the writings and historical 
documents on Nat Turner, Denmark Vesey). 

3. Examine the characteristics of white Southern society and how the 
physical environment influenced events and conditions prior to the 
Civil War. 

4. Compare the lives of and opportunities for free blacks in the North 
with those of free blacks in the South. 

8.8	 Students analyze the divergent paths of the American people in the 
West from 1800 to the mid-1800s and the challenges they faced. 

1. Discuss the election of Andrew Jackson as president in 1828, the 
importance of Jacksonian democracy, and his actions as president 
(e.g., the spoils system, veto of the National Bank, policy of Indian 
removal, opposition to the Supreme Court). 

2. Describe the purpose, challenges, and economic incentives associated 
with westward expansion, including the concept of Manifest Destiny 
(e.g., the Lewis and Clark expedition, accounts of the removal of 
Indians, the Cherokees’ “Trail of Tears,” settlement of the Great 
Plains) and the territorial acquisitions that spanned numerous 
decades. 

3. Describe the role of pioneer women and the new status that western 
women achieved (e.g., Laura Ingalls Wilder, Annie Bidwell; slave 
women gaining freedom in the West; Wyoming granting suffrage to 
women in 1869). 

4. Examine the importance of the great rivers and the struggle over 
water rights. 
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Course 
Descriptions 

Grade Eight 
Content 
Standards 

5. Discuss Mexican settlements and their locations, cultural traditions, 
attitudes toward slavery, land-grant system, and economies. 

6. Describe the Texas War for Independence and the Mexican-Ameri
can War, including territorial settlements, the aftermath of the wars, 
and the effects the wars had on the lives of Americans, including 
Mexican Americans today. 

8.9	 Students analyze the early and steady attempts to abolish slavery 
and to realize the ideals of the Declaration of Independence. 

1. Describe the leaders of the movement (e.g., John Quincy Adams 
and his proposed constitutional amendment, John Brown and the 
armed resistance, Harriet Tubman and the Underground Railroad, 
Benjamin Franklin, Theodore Weld, William Lloyd Garrison, 
Frederick Douglass). 

2. Discuss the abolition of slavery in early state constitutions. 
3. Describe the significance of the Northwest Ordinance in education 

and in the banning of slavery in new states north of the Ohio River. 
4. Discuss the importance of the slavery issue as raised by the annexation 

of Texas and California’s admission to the union as a free state under 
the Compromise of 1850. 

5. Analyze the significance of the States’ Rights Doctrine, the Missouri 
Compromise (1820), the Wilmot Proviso (1846), the Compromise 
of 1850, Henry Clay’s role in the Missouri Compromise and the 
Compromise of 1850, the Kansas-Nebraska Act (1854), the 
Dred Scott v. Sandford decision (1857), and the Lincoln-Douglas 
debates (1858). 

6. Describe the lives of free blacks and the laws that limited their 
freedom and economic opportunities. 

8.10	 Students analyze the multiple causes, key events, and complex 
consequences of the Civil War. 

1. Compare the conflicting interpretations of state and federal authority 
as emphasized in the speeches and writings of statesmen such as 
Daniel Webster and John C. Calhoun. 

2. Trace the boundaries constituting the North and the South, the 
geographical differences between the two regions, and the differences 
between agrarians and industrialists. 

3. Identify the constitutional issues posed by the doctrine of nullifica
tion and secession and the earliest origins of that doctrine. 

4. Discuss Abraham Lincoln’s presidency and his significant writings 
and speeches and their relationship to the Declaration of Indepen
dence, such as his “House Divided” speech (1858), Gettysburg 
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Address (1863), Emancipation Proclamation (1863), and inaugural 
addresses (1861 and 1865). 

5. Study the views and lives of leaders (e.g., Ulysses S. Grant, Jefferson 
Davis, Robert E. Lee) and soldiers on both sides of the war, including 
those of black soldiers and regiments. 

6. Describe critical developments and events in the war, including the 
major battles, geographical advantages and obstacles, technological 
advances, and General Lee’s surrender at Appomattox. 

7. Explain how the war affected combatants, civilians, the physical 
environment, and future warfare. 

8.11	 Students analyze the character and lasting consequences of 
Reconstruction. 

1. List the original aims of Reconstruction and describe its effects on the 
political and social structures of different regions. 

2. Identify the push-pull factors in the movement of former slaves to the 
cities in the North and to the West and their differing experiences in 
those regions (e.g., the experiences of Buffalo Soldiers). 

3. Understand the effects of the Freedmen’s Bureau and the restrictions 
placed on the rights and opportunities of freedmen, including racial 
segregation and “Jim Crow” laws. 

4. Trace the rise of the Ku Klux Klan and describe the Klan’s effects. 
5. Understand the Thirteenth, Fourteenth, and Fifteenth Amendments 

to the Constitution and analyze their connection to Reconstruction. 

8.12	 Students analyze the transformation of the American economy 
and the changing social and political conditions in the United States 
in response to the Industrial Revolution. 

1. Trace patterns of agricultural and industrial development as they 
relate to climate, use of natural resources, markets, and trade and 
locate such development on a map. 

2. Identify the reasons for the development of federal Indian policy and 
the wars with American Indians and their relationship to agricultural 
development and industrialization. 

3. Explain how states and the federal government encouraged business 
expansion through tariffs, banking, land grants, and subsidies. 

4. Discuss entrepreneurs, industrialists, and bankers in politics, com
merce, and industry (e.g., Andrew Carnegie, John D. Rockefeller, 
Leland Stanford). 

5. Examine the location and effects of urbanization, renewed immigra
tion, and industrialization (e.g., the effects on social fabric of cities, 
wealth and economic opportunity, the conservation movement). 
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Course 6. Discuss child labor, working conditions, and laissez-faire policies
Descriptions 

toward big business and examine the labor movement, including its 

Grade Eight leaders (e.g., Samuel Gompers), its demand for collective bargaining, 
Content and its strikes and protests over labor conditions. 
Standards 

7. Identify the new sources of large-scale immigration and the contribu
tions of immigrants to the building of cities and the economy; explain 
the ways in which new social and economic patterns encouraged 
assimilation of newcomers into the mainstream amidst growing 
cultural diversity; and discuss the new wave of nativism. 

8. Identify the characteristics and impact of Grangerism and Populism. 
9. Name the significant inventors and their inventions and identify how 

they improved the quality of life (e.g., Thomas Edison, Alexander 
Graham Bell, Orville and Wilbur Wright). 
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Grades Six Through Eight 
Historical and Social Sciences Analysis Skills 

The intellectual skills noted below are to be learned through, and applied to, 
the content standards for grades six through eight. They are to be assessed only 
in conjunction with the content standards in grades six through eight. 

In addition to the standards for grades six through eight, students demonstrate 
the following intellectual reasoning, reflection, and research skills: 

Chronological and Spatial Thinking 

1. Students explain how major events are related to one another in time. 
2.° Students construct various time lines of key events, people, and periods 

of the historical era they are studying. 
3.° Students use a variety of maps and documents to identify physical and 

cultural features of neighborhoods, cities, states, and countries and to 
explain the historical migration of people, expansion and disintegration 
of empires, and the growth of economic systems. 

Research, Evidence, and Point of View 

1.° Students frame questions that can be answered by historical study and 
research. 

2. Students distinguish fact from opinion in historical narratives and stories. 
3.° Students distinguish relevant from irrelevant information, essential from 

incidental information, and verifiable from unverifiable information in 
historical narratives and stories. 

4.° Students assess the credibility of primary and secondary sources and draw 
sound conclusions from them. 

5.° Students detect the different historical points of view on historical events 
and determine the context in which the historical statements were made 
(the questions asked, sources used, author’s perspectives). 

Historical Interpretation 

1.° Students explain the central issues and problems from the past, placing 
people and events in a matrix of time and place. 

2.° Students understand and distinguish cause, effect, sequence, and correlation 
in historical events, including the long- and short-term causal relations. 

3.° Students explain the sources of historical continuity and how the combina
tion of ideas and events explains the emergence of new patterns. 

4. Students recognize the role of chance, oversight, and error in history. 
5.° Students recognize that interpretations of history are subject to change as 

new information is uncovered. 
6.° Students interpret basic indicators of economic performance and conduct 

cost-benefit analyses of economic and political issues. 

Course 
Descriptions 

Grades Six 
Through Eight 

Historical 
and Social Sciences 

Analysis Skills 
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Course 
Descriptions The Secondary Curriculum 

Grades Nine Through Twelve 

Developmental Considerations 

The years of early adolescence have been termed a watershed in the 
development of students’ political and historical thought.1 Students who at age 
twelve are only beginning to be able to entertain abstract historical or political 
ideas or reasoning processes will normally, by age sixteen, have the capacity to 
engage in analytical thought that is “recognizably adult.” This change does not 
emerge full-blown nor, once under development, is it consistently displayed. 
High school teachers, just as those in junior high schools, must recognize the 
continuing need of many students for concrete illustrations and instructional 
approaches if they are to understand and relate to these political and historical 
studies. However, the secondary school curriculum must provide learning 
opportunities that challenge students’ growing abstract analytical thinking 
capabilities if high school students are to be helped to develop these skills. 

These more abstract reasoning skills emerge with the adolescent’s develop
ment of formal thought. Formal thought allows students to develop abstract 
understanding of historical causality—the often complex patterns of relation-
ships between historical events, their multiple antecedents, and their conse
quences considered over time. Formal thought also allows students to grasp the 
workings of political and social systems as systems and to engage in higher levels 
of policy analysis and decision making. In addition, formal thought permits 
students to deepen and extend their understanding of the more demanding 
civic learnings: understanding, for example, political conflict in a free society 
and its resolution under law; understanding the fundamental substantive and 
procedural values guaranteed by the Constitution; and understanding the close 
and reciprocating relationships between society and the law within a nation 
whose Constitution is a charter of principles, not a Napoleonic code. 

In this curriculum these advanced historical, political, and civic learnings 
and advanced critical thinking skills are developed in grades nine through 
twelve. The course titles for grades nine through twelve with major subtitles are 
as follows: 

Grade Nine—Elective Courses in History–Social Science 
• Our State in the Twentieth and Twenty-First Centuries 
• Physical Geography 

1Daniel Keating, “Adolescent Thinking,” in At the Threshold: The Developing Adolescent, S. Feldman 

and G. Elliot, editors, Cambridge, Mass.: Harvard University Press, 1990, pp. 54–89, and Joseph Adelson, 

“The Political Imagination of the Young Adolescent,” Daedalus, Vol. 100 (Fall 1971), pp. 1013–50. 
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• World Regional Geography 
• The Humanities 
• Comparative World Religions 
• Area Studies: Cultures 
• Anthropology 
• Psychology 
• Sociology 
• Women in Our History 
• Ethnic Studies 
• Law-Related Education 

Grade Ten—World History, Culture, and Geography: 
The Modern World 

• Unresolved Problems of the Modern World

• Connecting with Past Learnings: The Rise of Democratic Ideas

• The Industrial Revolution

• The Rise of Imperialism and Colonialism: A Case Study of India

• World War I and Its Consequences

• Totalitarianism in the Modern World: Nazi Germany and


Stalinist Russia 
• World War II: Its Causes and Consequences 
• Nationalism in the Contemporary World 

– The Soviet Union and China 
– The Middle East: Israel and Syria 
– Sub-Saharan Africa: Ghana and South Africa 
– Latin America: Mexico and Brazil 

Grade Eleven—United States History and Geography: Continuity 
and Change in the Twentieth and Twenty-First Centuries 

• Connecting with Past Learnings: The Nation’s Beginnings

• Connecting with Past Learnings: The United States to 1900

• The Progressive Era

• The Jazz Age

• The Great Depression

• World War II

• The Cold War

• Hemispheric Relationships in the Postwar Era

• The Civil Rights Movement in the Postwar Era

• American Society in the Postwar Era

• The United States in Recent Times


Grade Twelve—Principles of American Democracy (One Semester) 
• The Constitution and the Bill of Rights

• The Courts and the Governmental Process

• Our Government Today: The Legislative and Executive Branches


Course 
Descriptions 
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Course 
Descriptions 

• Federalism: State and Local Government

• Comparative Governments, with Emphasis on Communism


in the World Today 
• Contemporary Issues in the World Today 

Grade Twelve—Economics (One Semester) 
• Fundamental Economic Concepts 
• Comparative Economic Systems 
• Microeconomics 
• Macroeconomics 
• International Economic Concepts 

Grade Nine—

Elective Courses in

History–Social Science


The ninth-grade history–social science curriculum 
consists of two semesters of elective courses. These 
courses might consist of two separate topics of one 
semester each or a two-semester study of a single 
topic. These courses should build on the 

knowledge and experience that students have gained in kindergarten through 
grade eight. They also should contribute substantially to students’ preparation 
for the three subsequent years of history–social science education that are 
mandated in Education Code Section 51225.3. 

Courses offered should be planned carefully by the district and school and 
should be consistent with the curricular goals presented in this framework. 
Placement of students in elective courses should reflect thoughtful counseling at 
the local school level and should consider the particular needs or interests of the 
student and the length of time the student has been in the United States. 
Courses that are not considered appropriate as a history–social science elective 
include freshman orientation studies, computer literacy, driver training, student 
government or leadership, drug abuse education, career planning, family life 
education, and courses that reflect state requirements. Such offerings are more 
appropriate for other departments. The following courses meet the intent and 
philosophy of this framework: 

Our State in the Twentieth and Twenty-First Centuries 

This course, which can be presented in one or two semesters, provides 
students with the opportunity to study contemporary California, its history and 
geography, its multicultural heritage, its government and economy, the major 
issues facing the state, and the ways in which students can become active 
participants in its future. 
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Opportunities should be included for students to become familiar with the 
local community through field studies, special community projects, interviews, 
and other participation activities. In addition, teachers are encouraged to use 
the community as a major resource for speakers. In drawing on evidence from 
the present as well as the past, students should learn that individual citizens can 
influence public policy through participation and can make a difference in the 
economic, political, and social development of their state. 

In studying California’s government, students should learn the 
organization and function of local, county, and state political systems and their 
relation to the federal government. The role of public education should be 
included. Study of the legal system should include the procedures of our court 
system and the basic legal issues relevant to criminal, civil, and juvenile justice. 
The role and activities of law enforcement should be examined within this 
context. 

Case studies provide students with opportunities to apply and refine critical 
thinking skills associated with problem solving and civic participation. These 
studies should focus on contemporary California issues and controversies in 
such fields as: 

• The conflict between increased economic growth and environmental 
priorities 

• The increasing diversity within every aspect of the state: economic, 
social, cultural, and political 

• The types of job opportunities available and the education needed to be 
employed successfully 

By studying contemporary issues, students learn that various forces have 
brought California to its present position of influence in the United States, the 
Pacific Basin, and the rest of the world. 

Physical Geography 

This one-semester course develops the basic themes of physical geography, 
including a systematic discussion of the physical landscape through geomor
phology and topography; the patterns and processes of climate and weather; 
and water resources through hydrology. These studies equip students with an 
understanding of the constraints and possibilities that the physical environment 
places on human development. In addition to these systematic themes, 
attention is given to the nature of natural resources and their relation to 
physical geography. Finally, a component of the course is given to place-name 
geography so that students develop a good sense of where major physical 
features of the earth are located. 

World Regional Geography 

One of the realities of the contemporary world is the increasing influence 
of other nations in the daily life of the American citizen. This course in World 

Course 
Descriptions 

Grade Nine 
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Course Regional Geography is designed to provide understanding of the distribution
Descriptions 

and characteristics of the world’s major cultures and of the dynamics of human 

Grade Nine migration and cultural diffusion. 
A unit on “The Earth and Its Peoples” introduces basic physical geography 

and map-reading skills. In the remainder of the course, students consider the 
regional mosaic of the world through a series of studies moving from Western 
Europe to the Soviet Union and Eastern Europe, the Middle East, and North 
Africa. They then study sub-Saharan Africa, Asia, the Pacific Basin, and Latin 
America. For each of these regions, selected nations are studied in depth. 

The final unit focuses on Canada and the United States, with emphasis on 
cultural and political comparisons between these nations and on their economic 
relationships today. Attention is given to the traditional and contemporary roles 
foreign nations play in the growth of American culture. 

The Humanities 

This course focuses on this question: What does it mean to be human? 
The purpose of this course is to stretch students’ imagination, enrich their 
experience, and increase their distinctively human potential.2 

Traditionally, humanities studies have emphasized written works, enriched 
by the arts of painting, sculpture, architecture, music, drama, and dance. In 
studying the humanities today, students look not only at books and works of 
art, but also at buildings, rituals, social groups, and political institutions as 
examples of the creative power of the human mind and spirit. Recently 
expanded fields of study have included linguistics, archaeology, architecture, 
law, the history of religions, and the humanistic approach to science and 
technology. 

In designing a humanities course, teachers should draw on the specific 
records and artifacts of particular people; the things they make, say, or sing; and 
the expressive forms and objects they create. Classical texts of Western and non-
Western cultures should be used. Selections from the arts should be included 
because they constitute major forms of expression and offer students modes of 
learning no other discipline provides. Oral cultural forms, film, television, 
computer-generated designs, and new technology used in the study of cultural 
artifacts can be introduced. Students’ writing should serve as an expressive 
response to the works of others as well as a major way of forming one’s own 
ideas. The role of racial and ethnic groups within American society and their 
contributions to our common civilization can be studied in the quest to 
determine how we came to be what we are today. 

Through these varied approaches to the study of the humanities, the 
teacher fosters critical analysis and understanding, sympathetic insight, percep
tion of the motivation and intentions of others, the ability to distinguish 

2Humanities in American Life. Berkeley: University of California Press, 1980, p. 29. 
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between different values, and the power of the imagination and all the senses to 
respond intuitively and creatively to the many possibilities of human expression. 

Survey of World Religions 

In this course students consider the principal religions of the world that are 
active today, influencing the lives of millions and impressing their image on the 
contemporary world. Students deal with basic questions: What does humankind 
believe and what does it worship? In what ways? With what understandings of 
the ethical life? And with what influence on contemporary times and cultures? 
In this course students are introduced to: 

•	 Judaism’s basis in ethical monotheism; its historic belief in the covenant 
between God and the Jewish people; the Torah as the source of Judaism’s 
beliefs, rituals, and laws; and the Torah’s ethical injunction, “Do justice, 
love mercy, and walk humbly with thy God” 

• Christianity’s continuity with Judaism; its belief that Jesus of Nazareth 
fulfilled Old Testament expectations of the Messiah; and its faith that in 
His Crucifixion and Resurrection, Jesus Christ reconciled the world to 
God so that, through forgiveness of sin, the eternal life of God could 
now flow into the lives of human beings 

•	 Islam’s continuity with Judaism and Christianity in its proclamation 
of belief in one God; its belief that God’s will has been given final 
expression in the Koran in words revealed to the last and the greatest 
of the prophets, Mohammed; and its observances of the “Five Pillars 
of Islam” 

•	 Buddhism’s origins in the Buddha or Enlightened One; its path of 
enlightenment through meditation; its ethical mandate to inflict no 
suffering; and its acceptance of the transmigration of the soul, of Karma, 
and of Nirvana, the ultimate state of all being 

• Hinduism’s belief in monism, the oneness of all gods and all living things 
in the Divine One, Brahma; in pure and unchanging spirit behind the 
impermanence of the material world; in the peace found only in union 
with the eternal spirit of Brahma; and in reincarnation, Karma, and 
Hindu ethics 

Beyond these central beliefs, students also develop understandings of the 
following: 

• The explanations given by different religions for the origin of humankind 
• The present-day numbers, influence, and geographic distribution of 

followers of each faith 
• The differences between the original tenets of these religions; their 

historical development; and the major variations in beliefs, sects, or 
interpretations presently associated with each 

Course 
Descriptions 

Grade Nine 
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Course 
Descriptions 

Grade Nine 

Area Studies: Cultures 

A course in area studies focuses on an investigation of one or more cultures 
within a geographic region of the world today; for example, culture studies of 
the Middle East, Latin America, or Southeast Asia. This study might also 
compare characteristics of the culture(s) studied with those of similar and 
diverse cultures. 

In the study of a culture, attention should be given to its geographic 
setting; the population, including traditional and modern family and social life; 
the status and roles of women and minority groups; and processes of cultural 
change and exchange. Topics of study should include the philosophies, 
religions, ideologies, ethics, and values of the culture; its language; its law and 
education; its literature; its science, mathematics, and medicine; its technology; 
and its arts, both performing and applied. Attention should be given to the 
culture’s historical, economic, and political developments, including nation 
building, across time. 

Cultures selected for emphasis could include one that is introduced in the 
curriculum for kindergarten through grade twelve and presented here to deepen 
and expand students’ knowledge. Cultures also can be chosen to enrich 
students’ understanding of cultural diversity and to provide balance in the 
representation of ethnic groups and societies around the world. 

Anthropology 

In this introduction to anthropology, students learn about human beings 
and their cultures. The two major divisions of anthropology, physical and 
cultural, are studied. 

In physical anthropology students consider the biological characteristics of 
human beings, their adaptation to their environment, and development in the 
context of various forms of animal life. In cultural anthropology students learn 
about the culture of a specific people, past and present, as well as those 
components of culture universally found among human societies. These 
components include technology or tools and the ability to use them: language; 
institutions or organized long-lasting ways of doing things; and belief systems. 
The course includes a study of the evolution of cultures, the organization of 
societies, and the processes and consequences of cultural change. By studying a 
variety of cultures, students should increase their understanding of their own 
culture and appreciation of humankind’s universal qualities. 

Psychology 

In this course students are introduced to psychology, with a focus on the 
scientific study of human development, learning, motivation, and personality. 
Students should develop some basic concepts of psychology and a historical 
perspective on psychology as the study of individual behavior. They should read 
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about the contributions of one or more major scholars in the field; for 
example, Sigmund Freud, Abraham Maslow, Ivan Pavlov, Carl Rogers, and 
B. F. Skinner. Students should have opportunities to explore implications for 
everyday life of a scientific perspective on human behavior, and they should 
learn about the various careers associated with this field of study. 

Sociology 

In this course students are introduced to sociological concepts, theories, 
and procedures. Students should learn how sociologists analyze the basic 
structures and functions of societies and of groups within societies, discover 
how these societies became organized, identify the conditions under which 
they become disorganized, and predict the conditions for their reorganization. 

The topics studied include the family as the basic unit of society; the 
structure of groups; group phenomena; the role of the individual in groups; 
society and communication; personality and the socialization process; social 
relations and culture; demography and human ecology; social processes; and 
social control. Sociologists use the scientific method and social research to 
understand social behavior. Those interested in solving social problems also use 
these means of investigation together with the application of group processes. 
Typical study units for this course would include such social issues as crime, 
poverty, and the problem of discrimination toward the aged and minorities. 

Women in Our History 

In this course students study the history of American women, their roles in 
historical events, and the effects of historical events on women. This history of 
American women should demonstrate dramatic change as well as continuity. 
Women have influenced, as well as have been influenced by, improved access to 
education, changes in medicine and health, expanded economic opportunities, 
and areas of legal, political, and social equality. 

The complexities of women’s changing roles can be studied by using the 
following outline: 

• Women as immigrants and as settlers, 1600–1900 (social change, status, 
and role) 

• Women in the formation of the nation, 1776–1865 (political status, 
intellectual leadership, and social conscience), including women’s roles in 
the abolitionist movement and the 1848 Women’s Rights Convention 

• Women’s work and the response to industrialization, 1865–1900 (capital 
formation, economic exploitation, specialization, and role modification) 

• The awakening women’s movement in America, 1900–1940 (political 
justice, social justice, and role of ethnicity), including women in the 
Progressive movement, women’s suffrage movement, and changing 
social roles 

Course 
Descriptions 

Grade Nine 
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Course 
Descriptions 

Grade Nine 

Students gain a practical 

understanding of the law 

and the legal system that 

have been developed 

under the United States 

Constitution and Bill of 

Rights. 

•	 The American feminist revolution, 1940 to the present (economic 
equality, legal equality, and role modification), including the effects of 
World War II, the creation of the Women’s Movement, the Equal Rights 
Amendment, the issues of fair pay and equity, and changing roles and 
responsibilities in the family 

• Creative endeavors, past and present 

Ethnic Studies 

In this course students focus on an in-depth study of ethnic groups, 
including their history, culture, contributions, and current status in the United 
States. They learn about the characteristics of America’s ethnic groups and the 
similarities and differences of these groups in both their past and present 
experiences. 

Students should understand the national origins of American ethnic groups. 
They should study the social, economic, and political forces that caused people 
to come to America. They should gain insights into the barriers that various 
ethnic groups have had to overcome in the past and present. They should learn 
about the opportunities these groups encountered and the contributions made 
by each to American society. Biographies of individual women and men should 
be read and analyzed. The experiences of ethnic groups should be examined 
within their historical context to help students recognize how these events were 
influenced by the social, economic, and political conditions of the time. 

As a result of these studies, students should gain a deeper understanding of 
American society and its diverse ethnic composition and develop acceptance and 
respect for cultural diversity in our pluralistic society. 

Law-Related Education 

In this course students should gain a practical understanding of the law and 
the legal system that have been developed under the United States Constitution 
and Bill of Rights. They should become aware of current issues and controversies 
relating to law and the legal system and be encouraged to participate as citizens 
in the legal system. Students should be given opportunities to consider their 
attitudes toward the roles that lawyers, law enforcement officers, and others in 
the legal system play in our society. In addition, students should be exposed to 
the many vocational opportunities that exist within the legal system. 

The course includes a study of concepts underlying the law as well as an 
introduction to the origin and development of our legal system, including civil 
and criminal law. In a unit on civic rights and responsibilities, students should 
learn about the rights guaranteed by the first, fourth, fifth, sixth, eighth, and 
fourteenth amendments. In a unit on education law, students should study the 
growing role of the courts in influencing school policy and practice. Mock trials 
and other simulated legal procedures together with the use of resource experts 
should help students understand this area. 
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Grade Ten—

World History, Culture,

and Geography:

The Modern World


In this course students examine major turning 
points in the shaping of the modern world, from 
the late eighteenth century to the present. The 

year begins with an introduction to current world issues and then continues 
with a focus on the expansion of the West and the growing interdependence 
of people and cultures throughout the world. 

Unresolved Problems of the Modern World 

This course begins with a study of major problems in the world today. 
Examples include government-produced famine in parts of Africa; political 
instability, poverty, and crushing national debt in Latin America; war and 
terrorism; the global consequences of destruction of natural resources; 
economic and cultural dislocations caused by technological change; the 
proliferation of nuclear weapons; and the struggle to defend human rights and 
democratic freedoms against governments that respect neither. Each problem 
will be examined to illustrate the relationships between current issues and their 
historical, geographic, political, economic, and cultural contexts. Wherever 
possible, students should be made aware of those organizations that work to 
alleviate severe problems of poverty, disease, famine, and catastrophe. By 
discussing specific needs and the various means of sending aid, students can 
develop a positive response to many world problems and can feel their involve
ment will make a difference. Students should be encouraged to work on behalf 
of organizations appropriate to their interests and the point of view of their 
families. 

Connecting with Past Learnings: The Rise of Democratic Ideas 

Following an introduction to current world problems, this course will 
move to a review of the rise of democratic ideas. Students need to know the 
source of the ideas by which we judge ourselves as a political system and a 
society. Close attention will be paid to the evolution of democratic principles. 

Students should review the moral and ethical principles of Judaism and 
Christianity that have profoundly influenced Western democratic thought, 
including belief in the dignity and equality of all; the search for social systems 
that ensure the freedom to make individual moral choice; and the duty of each 
to work for morally just communities. 

Students should examine the significance of the Greek philosophers’ belief 
in reason and natural law in relation to democratic ideas. Students should read 

Course 
Descriptions 

Grade Ten 

Chronological and 

Spatial Thinking 1. 

Students compare 

the present with the past, 

evaluating the conse

quences of past events 

and decisions and 

determining the lessons 

that were learned. 

Chronological and 

Spatial Thinking 3. 

Students use a variety 

of maps and documents 

to interpret human 

movement, including 

major patterns 

of domestic and 

international migration, 

changing environmental 

preferences and 

settlement patterns, the 

frictions that develop 

between population 

groups, and the diffusion 

of ideas, technological 

innovations, and goods. 

Standard 10.1. 

Students relate the moral 

and ethical principles in 

ancient Greek and Roman 

philosophy, in Judaism, 

and in Christianity to the 

development of Western 

political thought. 
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Course 
Descriptions 

Grade Ten 

Standard 10.2. 

Students compare and 

contrast the Glorious 

Revolution of England, the 

American Revolution, and 

the French Revolution and 

their enduring effects 

worldwide on the political 

expectations for self-

government and individual 

liberty. 

Standard 10.3. 

Students analyze the effects 

of the Industrial Revolution 

in England, France, 

Germany, Japan, and the 

United States. 

Standard 10.4. 

Students analyze patterns 

of global change in the era 

of New Imperialism in at 

least two of the following 

regions or countries: 

Africa, Southeast Asia, 

China, India, Latin America, 

and the Philippines. 

selections from Plato’s Republic, Aristotle’s Politics, and books concerning 
political life in the city-state of Athens. The teacher should review significant 
democratic developments in England, particularly the Magna Carta, common 
law, the Parliament, and the English Bill of Rights of 1689. 

Students should review the significant ideas of the Enlightenment thinkers, 
such as Locke and Rousseau, and their effect on democratic revolutions in 
England, the United States, France, and Latin America. These revolutions were 
mileposts in the development of political systems committed to a democratic 
form of government. The philosophy of natural rights and natural law on which 
the democratic revolutions were based should be fully discussed and analyzed, 
with particular attention to the language of the American Declaration of 
Independence. 

Finally, the United States Constitution should be assessed as the summation 
of this evolving tradition of democratic ideals. Students should understand that 
political ideals such as equality, justice under law, and freedom, which we now 
take for granted, were achieved at a high price, remain vulnerable in the West, 
and are still not practiced in many parts of the world. Although democratic ideals 
first emerged in the West, almost every nation pays them at least rhetorical 
homage. In the present world even tyrants feel it necessary to clothe their regimes 
in the language of democratic ideas. The broad contemporary appeal of these 
ideas can be found by examining the United Nations’ Universal Declaration of 
Human Rights. 

The Industrial Revolution 

In the next period of concentrated study, students focus on the Industrial 
Revolution, beginning in eighteenth-century England, and the major changes 
that the mechanization of production wrought in England’s economy, politics, 
society, culture, and physical environment. Students should examine critical 
responses to the Industrial Revolution, such as the development of labor unions, 
the emergence of socialist thought, the Romantic impulse in art and literature 
(for example, the poetry of William Blake and William Wordsworth and the 
criticism of John Ruskin and William Morris), and the social criticism of Charles 
Dickens (for example, Hard Times). They also should be aware of successful social 
reforms, such as the abolition of slavery and reform of the “poor laws.” It should 
be noted that the Industrial Revolution occurred somewhat later, though not 
with precisely the same consequences, in France, Germany, Japan, and Russia. 

The Rise of Imperialism and Colonialism: A Case Study of India 

In this unit students examine the worldwide imperial expansion that was 
fueled by the industrial nations’ demand for natural resources and markets and by 
their nationalist aspirations. By studying maps, students will become aware of the 
colonial possessions of such nations as France, Germany, Italy, Japan, the 
Netherlands, and the United States. 
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Study of colonialism in India should begin with a review of Indian history 
preceding British rule as well as a consideration of the factors that opened India 
to colonial domination. Throughout the historical study of the Raj (British 
rule), students should view British imperialism both from the perspective of the 
peoples of India and of the colonial rulers. To understand the cultural conflicts 
between rulers and ruled, students should examine the principal beliefs of 
Hinduism, including the caste system, that have shaped the traditional, agrarian 
society of India for more than 5,000 years. The imagery of the Ramayana, both 
in art and the oral tradition, expresses the continuity and unity of traditional 
Indian society. 

Students should discuss the differing beliefs and values of Hindu and 
Muslim cultures in India and the British contention that their presence 
prevented religious conflict. The study should conclude with a brief review of 
the historical aftermath of colonialism in India up to the present time, including 
the national movement; religious divisions; the important roles of Mohandas K. 
Gandhi, Jawaharlal Nehru, and Louis Mountbatten in preparing India for self-
government; and the creation of the two states of Pakistan and India. 

World War I and Its Consequences 

The growth of nationalism, imperialism, and militarism provides the 
backdrop for consideration of World War I, which permanently changed the 
map of Europe and deeply affected the rest of the world. Students should 
understand the political conditions that led to the outbreak of the war in 
Europe. Caused in large measure by nationalism, the war stimulated even 
greater nationalist impulses by dissolving old empires, unleashing irredentist 
movements, and promoting the spirit of self-determination. Within the 
context of human rights and genocide, students should learn of the Ottoman 
government’s planned mass deportation and systematic annihilation of the 
Armenian population in 1915. Students should also examine the reactions of 
other governments, including that of the United States, and world opinion 
during and after the Armenian genocide. They should examine the effects 
of the genocide on the remaining Armenian people, who were deprived of their 
historic homeland, and the ways in which it became a prototype of subsequent 
genocides. 

Through novels, poems, posters, and videotapes, students should gain an 
understanding of prewar European culture; of the meaning of total war 
(targeting civilian populations); of malicious wartime propaganda and false 
reports of German atrocities; of the opposition to the war in the United States; 
and of the disillusion that followed the war, including the sense of a world lost, 
despair over the destruction of a generation of young men, and loss of idealism 
when the world turned out not to be “safe for democracy” after all. In studying 
the significant consequences of the war, students should understand the 
importance of Woodrow Wilson’s abortive campaign for the League of Nations; 

Course 
Descriptions 

Grade Ten 

Standard 10.5. 

Students analyze the 

causes and course of the 

First World War. 

Standard 10.5.5. 

Discuss human rights 

violations and genocide, 

including the Ottoman 

government’s actions 

against Armenian 

citizens. 
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Course 
Descriptions 

Grade Ten 

Standard 10.6. 

Students analyze the effects 

of the First World War. 

Standard 10.7. 

Students analyze the rise of 

totalitarian governments 

after World War I. 

Historical 

Interpretation 1. 

Students show the 

connections, causal and 

otherwise, between 

particular historical events 

and larger social, economic, 

and political trends and 

developments. 

Standard 10.8.5. 

Analyze the Nazi policy 

of pursuing racial purity, 

especially against the 

European Jews; its 

transformation into the 

Final Solution; and the 

Holocaust that resulted in 

the murder of six million 

Jewish civilians. 

Historical 

Interpretation 4. 

Students understand the 

meaning, implication, and 

impact of historical events 

and recognize that events 

could have taken other 

directions. 

the rise of isolationism in the United States; the punitive terms of the peace 
imposed on Germany; the Russian Revolution and the national revolutions that 
resulted in the establishment of independent democratic republics such as 
Estonia, Latvia, Lithuania, Poland, and Ukraine; the Balfour Declaration 
(significant in the eventual creation of Israel); the role of women in the war 
efforts and the effect women’s involvement had on social attitudes; the cultural 
changes after the war (for example, the “lost generation” of Ernest Hemingway, 
Gertrude Stein, F. Scott Fitzgerald, and others); the impact of Freudian 
psychology; and the changes wrought by new technology, such as the 
automobile, radio, and telephone. 

Totalitarianism in the Modern World 

The aftermath of World War I planted the seeds for another world conflict 
a generation later. The study of Nazi Germany and Stalinist Russia will illustrate 
the methods used by a totalitarian state to extinguish political freedom and to 
amass total control of a society and its politics within a single party and under a 
single leader. Special attention should be devoted to the destruction of human 
rights by these two dictatorships. The Holocaust and the famine in Ukraine 
should receive close attention. This unit offers rich opportunities for analyzing 
relationships among history, political ideology, governmental structure, 
economics, cultural traditions, and geography and observing the ways that art 
and literature can reflect and comment on social conditions. 

Nazi Germany 

The rise of Hitler should be examined in relation to Germany’s postwar 
economic crisis; the collapse of the Weimar Republic; and Hitler’s successful 
appeal to racism and what the historian Fritz Stern called “the politics of cultural 
despair.” German art, music, and literature (for example, George Grosz and 
Bertolt Brecht) will deepen students’ understanding of this era. 

Hitler’s policy of pursuing racial purity and its transformation into the Final 
Solution and the Holocaust should receive close attention. To place Hitler’s 
claim to Aryan superiority in perspective, students should examine the highly 
developed Jewish culture of central Europe that produced a great number of 
artists such as Marc Chagall, Gustav Mahler, Arnold Schoenberg, and Franz 
Kafka; scientists such as Albert Einstein and Sigmund Freud; and scholars such 
as Edmund Husserl and Rudolph Lipschitz. 

Study of the Holocaust should focus students’ attention on the Nazi party’s 
racist ideology, the suppression of rights and freedoms, and the Final Solution— 
a systematic policy of extermination of all Jews and other “non-Aryan” peoples. 
The Holocaust’s horror is underscored by the number of people killed, including 
6 million Jews, as well as the Nazis’ ruthless utilization of bureaucratic social 
organization and modern technology to gather, classify, and eradicate their 
victims. Genocides, such as that perpetrated on the Armenians, already had 
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demonstrated the human capacity for mass murder. The Nazis perfected the 
social organization of human evil and provided an efficient and frightening 
model for future despots such as Pol Pot in Cambodia. Students should learn 
about Krystallnacht; about death camps; and about the Nazi persecution of 
Gypsies, homosexuals, and others who failed to meet the Aryan ideal. They 
should analyze the failure of Western governments to offer refuge to those 
fleeing nazism. They should discuss abortive revolts such as that which occurred 
in the Warsaw Ghetto, and they should discuss the moral courage of Christians 
such as Dietrich Bonhoeffer and Raoul Wallenberg, who risked their lives to 
save Jews. 

Numerous videotapes and books (for example, The Diary of Anne Frank 
and Elie Wiesel’s Night) are available to demonstrate the gruesome reality of the 
Final Solution. The purpose is not to shock but to engage students in thinking 
about why one of the world’s most civilized nations participated in the 
systematic murder of millions of innocent people, mainly because of their 
religious identity. 

Stalinist Russia 

The Stalin era should be set in the historical context of the czarist regimes 
with their secret police, censorship, and imprisonment of dissidents. Within 
this context, students should learn of the many abortive efforts at reform and 
revolution, the massive underdevelopment of the nation, and the Russian 
Revolution. Students should examine the Bolshevik overthrow of the Kerensky 
government and understand the difference between the Bolsheviks and the 
Mensheviks. They should recognize the roles of Lenin, Trotsky, and Stalin; 
and they should analyze the meaning of communist ideology. 

Students should perceive the connection between economic policies, 
political policies, the absence of a free press, and systematic violations of 
human rights, including the crushing of workers’ strikes. With this background 
they should examine the forced collectivization of agriculture; the murder of 
millions of kulaks; the government-created famine in Ukraine that led to the 
starvation of millions of people; the political purges of party leaders, artists, 
engineers, and intellectuals; and the show trials of the 1930s. 

By analyzing examples of socialist realist art and reading Yevgeny 
Zamyatin’s We, the first antiutopian novel, and Arthur Koestler’s classic 
Darkness at Noon, students will acquire deeper insights into this period. 

As a result of these in-depth studies of Nazi Germany and Stalinist Russia, 
students should understand the nature of totalitarian rule and recognize the 
danger of concentrating unlimited power in the hands of the central 
government. They should develop understanding of the importance of a free 
press, the right to criticize the government without fear of reprisal, an 
independent judiciary, opposition political parties, free trade unions, and other 

Course 
Descriptions 

Grade Ten 

Standard 10.7.2 

Trace Stalin’s rise to 

power in the Soviet 

Union and the connec

tion between economic 

policies, political policies, 

the absence of a free 

press, and systematic 

violations of human 

rights (e.g., the Terror 

Famine in Ukraine). 

Historical Research,


Evidence, and


Point of View 4.


Students construct and 

test hypotheses; collect, 

evaluate, and employ 

information from multiple 

primary and secondary 

sources; and apply it in 

oral and written 

presentations. 
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Course 
Descriptions 

Grade Ten 

Standard 10.8. 

Students analyze the causes 

and consequences of 

World War II. 

Standard 10.9. 

Students analyze 

the international develop

ments in the post–World 

War II world. 

safeguards of individual rights. This is an appropriate point at which to reflect 
on the role of the individual when confronted with governmental actions such 
as the Final Solution and other violations of human rights. 

World War II: Its Causes and Consequences 

The study of nazism and Stalinism leads directly to an analysis of World 
War II and its causes and consequences. Students should realize which major 
nations formed the Allied and the Axis Powers. They should understand the 
significance of the Nazi-Soviet Nonaggression Pact and its effects in parti
tioning Poland and bringing Latvia, Lithuania, and Estonia under Soviet 
control. They should examine the German offensive, the battle of Britain, the 
major turning points of the war (for example, Stalingrad and the Normandy 
invasion), and the effects of the Yalta Conference. 

Attention should be given to the war in the Pacific, including Japan’s 
prewar expansion in east and southeast Asia, its attack on Pearl Harbor, and the 
struggle for the Pacific. In discussing President Truman’s decision to use the 
atomic bomb against Japan, students could read John Hersey’s Hiroshima, 
contemporary newspaper accounts, and the autobiographical statements of 
those involved. 

Particular attention should be paid to the consequences of World War II, 
which continue to have so much importance in shaping the contemporary 
world. Students should discuss the importance of the Marshall Plan and the 
Truman Doctrine (targeted to Greece and Turkey), which established the 
pattern for the postwar American policy of supplying economic and military aid 
to prevent the spread of communism and to assist the economic development 
of our allies. American assistance to Japan and Germany contributed to their 
phenomenal postwar reconstruction and their emergence as major world 
economic powers. 

A study of Poland should provide understanding of the consequences of 
World War II for the nations of Eastern Europe. In addition to the more than 
three million Polish Jews slaughtered, approximately one-half million other 
Poles were systematically executed, including Poland’s political and military 
leaders, church leaders who spoke out against nazism, and educators. Then, in 
agreements reached in the Tehran, Yalta, and Potsdam conferences, Western 
leaders abandoned the Polish government-in-exile and acquiesced to Stalin’s 
demands for Poland. Mass arrests of noncommunist leaders, expropriation of 
private land, and nationalization of industry followed. Despite decades of 
strikes, protests, and the organization of industrial workers in the Solidarity 
movement, the Soviet-dominated regime retained its power. Students should 
analyze how a nondemocratic government retains power without the consent 
of the governed and the institutions it destroys to maintain its control 
(for example, free elections, competing political parties, freedom of speech and 
religion, a free press, free trade unions, and an independent judiciary). 
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Other important postwar developments to be studied include the establish
ment of the state of Israel; the population movement within and immigration 
to Europe; the changing roles of women in industrialized countries; the 
creation of the United Nations; the Warsaw Pact, SEATO, and NATO; the 
Cold War; the Korean War; the Hungarian Revolution; and the Vietnam War 
and its aftermath, particularly the genocide committed in Cambodia by the 
Pol Pot regime. 

Nationalism in the Contemporary World 

The last major topic in this course is the study of nationalism in the 
contemporary world, illustrated by brief analyses of four pairs of nations 
connected either by political ideology (the former Soviet Union and China) 
or by regional location (Israel and Syria, Ghana and South Africa, and Mexico 
and Brazil). In the development of these case studies, particular attention 
should be paid to the connections among political systems, economic 
development, and individual rights. By analyzing the problems that these 
studies illustrate, students should be able to understand major national and 
international dilemmas occurring today. 

The Former Soviet Union and China. A comparative study of the former 
Soviet Union and China offers students an instructive comparison of two 
societies that became world powers because of their size, military might, natural 
resources, and economic potential. Both were created in the twentieth century 
as a result of communist revolutions. Both were underdeveloped countries 
whose leaders imposed collectivist means to modernize the economy and the 
society. In comparing these two nations, students must understand the 
conditions that preceded the revolution, their revolutionary leaders (Lenin, 
Stalin, and Mao), the nature of communist ideology, and the human conse
quences of both revolutions: the millions of “class enemies” and political 
dissidents who were murdered during and after the revolutions, the stifling of 
religious freedom, the conformity imposed on artists and intellectuals, the 
economic disruptions caused by forced collectivization, and the establishment 
of party elites exerting absolute control over the government and media. 

In this unit students have an opportunity to discuss differences among 
revolutions. What is a revolution? Why are some revolutions, such as the 
French Revolution and communist revolutions, followed by political purges 
and mass killings? Why are others, such as the American Revolution, followed 
by the establishment of democratic institutions and mechanisms for orderly 
change? 

Geopolitical analyses (such as the drive for warm water ports and 
agricultural resources) should be introduced in considering Soviet hegemony in 
Eastern Europe (for example, Poland, Hungary, Czechoslovakia, Yugoslavia, 
and the Baltic States) and Chinese aspirations in Asia. Students should read 
excerpts from Nikita Khrushchev’s speech of 1956 denouncing the crimes of 
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Descriptions 
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Standard 10.10. 
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instances of nation-

building in the contempo

rary world in at least two 

of the following regions 
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times; understand that 
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that change is compli

cated and affects not only 

technology and politics 

but also values and 

beliefs. 



132 

Course Joseph Stalin, Aleksandr Solzhenitsyn’s The Gulag Archipelago, and memoirs 
Descriptions 

describing the Chinese Cultural Revolution. Examination of current problems 

Grade Ten should demonstrate the ways in which today’s leaders are attempting to modify 
their political and economic structures by incorporating elements of a free 
market economy. 

The Middle East: Israel and Syria. Since World War II, the Middle East 
has been a political hotbed unsettled by the passions of nationalism and religion. 
This region has been in almost continual ferment not only because of wars 
between Israel and the Arab nations but also because of tensions between Arab 
nations and among different Islamic groups, including the differences between 
Sunni and Shiite Muslims. The fragile political affairs of the area are further 
aggravated by its strategic importance as a supplier of oil to the industrialized 
world, the unresolved problems of the displaced Palestinian refugees, the 
recurrent use of terrorism among adversaries, the disruptions associated with the 
interaction of traditional cultures and the forces of modernization, and the 
importance of this region as a focus of East-West rivalries. Careful study of 
political and resource maps should help students understand the relative 
location and the geopolitical, cultural, military, and economic significance of 
such key states as Saudi Arabia, Turkey, Syria, Lebanon, Jordan, Israel, Kuwait, 
Iraq, and Iran. Students can more deeply analyze the problems of this vital 
region by an examination of two strategically important states, Israel and Syria. 

A review of the history of Israel should include the importance of the land 
in Jewish religious history and should trace the history of Zionism, with special 
reference to the Holocaust as a factor in the creation of Israel in 1948. Attention 
should be paid to its democratic parliamentary government, free press, and 
independent judiciary. Students should understand challenges such as accom
modating the demands of orthodox religious groups, the internal debate over 
the West Bank, the issue of Palestinian statehood, the conflict between Jews and 
Arabs within Israel, an economy overburdened by military expenditures, and 
Israel’s existence in a hostile region. 

Students should trace Syria’s long history and examine its present status as 
a strategically important Arab nation. Syria should be seen within the context 
of a region that has sought Pan Arab unity while working to overcome problems 
of illiteracy, shortage of health services, ethnic rivalries, and religious tensions. 
Attention should be paid to the form of government in Syria, the status of 
minorities, government control of the media, and Syria’s regional and military 
importance in the world today. 

Students should be aware of the peace process in the Middle East and the 
role of the United States, including the Camp David Accords in 1978, the 
Treaty of Peace between Israel and Jordan in 1994, and the Israeli-Palestinian 
Interim Agreement. 

Sub-Saharan Africa: Ghana and South Africa. In this unit on sub-
Saharan Africa in the twentieth century, students should examine the west coast 
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nation of Ghana and the nation of South Africa. Both nations should be studied 
in their historic and geographic contexts and in their international relationships 
within today’s increasingly complex and interdependent world. 

As they begin their study of Ghana, students should review briefly the once-
great kingdoms of Ghana and Mali, which were studied in grade seven. They 
should learn that between the seventeenth and nineteenth centuries more than 
ten million Africans were enslaved and transported to the Western Hemisphere; 
about 400,000 of these were brought to British North America. Students should 
recognize that the African slave trade existed centuries before the first European 
contacts; however, the acute labor shortage in the New World created a vast 
new market for slave labor and systematically depleted Africa of successive 
generations of young men and women. This social, cultural, and economic 
disruption of West Africa was further aggravated in the late nineteenth century 
by the introduction of European colonization and economic exploitation of the 
region. Students should analyze the effects of centuries of exploitation of African 
states that have only recently achieved their independence from colonial rule. 

A case study of Ghana today should provide students a graphic example of 
the political and economic problems of one African nation, a former British 
colony and the first to gain its independence. This nation, rich in gold resources 
and once the world’s largest cocoa producer, is working to overcome the 
economic collapse engendered during its 26 years under socialism. 

In South Africa the large settlement of Europeans has complicated human 
and cultural relations, with results culminating in political and racial crises. 
Students should observe how the government of South Africa developed out of 
European colonial roots and how its system of apartheid denied legal equality 
and political participation to the black majority up to 1994. The political 
tensions in South Africa should be analyzed for their effects throughout the 
entire region. Students can engage in activities such as debating the future of 
South Africa from the perspectives of a former leader of the white minority 
government, an elected black national leader, and a spokesperson for the white 
liberals in South Africa. Reading excerpts from Mark Mathabane’s auto-
biography, Kaffir Boy, will give students insight into growing up as a black 
under apartheid. Students will also learn the promise as well as the problems 
facing postapartheid South Africa by reading Nelson Mandela’s inaugural 
address. 

Latin America: Mexico and Brazil. In this unit students examine two 
developing Latin American nations, Mexico and Brazil. This unit begins with a 
geographic overview of Central and South America, including the region’s 
political divisions, natural features, resources, and population patterns. The unit 
continues with a case study of present-day Mexico, a nation greatly shaped by its 
great social revolution of 1910-20 and the political and social system that 
emerged from it. Among Mexico’s strengths have been its sense of national 
identity, political stability, and successful economic development until the 

Course 
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Descriptions 

Grade Ten 

Standard 10.11. 

Students analyze the 

integration of countries 

into the world economy 

and the information, 

technological, and 

communications revolu

tions (e.g., television, 

satellites, computers). 

1970s. Mexico has a dominant party system and social disparities, and 
experienced economic difficulties in the last part of the twentieth century. 
Students should consider Mexico’s experience in an international context, 
emphasizing its ties to other Latin American nations as well as its complex 
relationship with the United States, especially in light of the North American 
Free Trade Agreement. 

In the unit on Brazil, students should examine the cultural diversity of 
the nation, including its immigrant population from many nations; and the 
economic contrasts between its highly industrialized southern cities, its agricul
tural and mineral wealth, and its sporadically settled interior regions. Students 
can compare the burgeoning growth of Brazil’s major cities with that of Mexico 
City and analyze the social, economic, and political problems that are created as 
the rural poor continue to move to these cities. 

Attention should be given to resettlement programs of the vast interior of 
Brazil, including the Amazon. Students should analyze the massive destruction 
of the tropical rain forests as settlers speculate in ranching and agriculture; the 
long-term costs to the earth’s biosphere as these irreplaceable forests are system
atically destroyed; the countless species of wildlife and vegetation lost; and the 
future of this region as grasses lose their nutritional value in the areas of shallow 
soil and speculative ranches are abandoned. 

In all of these studies, students should develop an understanding of the 
historic as well as the contemporary geographic, social, political, and economic 
contexts in which these problems have arisen and which must be taken into 
account if each nation’s contemporary problems and national aspirations are to 
be understood. It is especially important at this grade level that students be 
presented with differing perspectives on these issues and events in order to 
develop the critical thinking skills of an informed citizen in the contemporary 
world. 
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History–Social Science Standards 

Grade Ten

World History, Culture, and Geography:


The Modern World


10.1� Students relate the moral and ethical principles in ancient Greek 
and Roman philosophy, in Judaism, and in Christianity to the 
development of Western political thought. 

1. Analyze the similarities and differences in Judeo-Christian and Greco-
Roman views of law, reason and faith, and duties of the individual. 

2. Trace the development of the Western political ideas of the rule of 
law and illegitimacy of tyranny, using selections from Plato’s Repub
lic and Aristotle’s Politics. 

3. Consider the influence of the U.S. Constitution on political systems 
in the contemporary world. 

10.2� Students compare and contrast the Glorious Revolution of England, 
the American Revolution, and the French Revolution and their 
enduring effects worldwide on the political expectations for self-
government and individual liberty. 

1. Compare the major ideas of philosophers and their effects on the 
democratic revolutions in England, the United States, France, and 
Latin America (e.g., John Locke, Charles-Louis Montesquieu, 
Jean-Jacques Rousseau, Simón Bolívar, Thomas Jefferson, James 
Madison). 

2. List the principles of the Magna Carta, the English Bill of Rights 
(1689), the American Declaration of Independence (1776), the 
French Declaration of the Rights of Man and the Citizen (1789), 
and the U.S. Bill of Rights (1791). 

3. Understand the unique character of the American Revolution, its 
spread to other parts of the world, and its continuing significance 
to other nations. 

4. Explain how the ideology of the French Revolution led France 
to develop from constitutional monarchy to democratic despotism 
to the Napoleonic empire. 

5. Discuss how nationalism spread across Europe with Napoleon but 
was repressed for a generation under the Congress of Vienna and 
Concert of Europe until the Revolutions of 1848. 

Course 
Descriptions 

Grade Ten 
Content 

Standards 
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Course 
Descriptions 

Grade Ten 
Content 
Standards 

10.3� Students analyze the effects of the Industrial Revolution in England, 
France, Germany, Japan, and the United States. 

1. Analyze why England was the first country to industrialize. 
2. Examine how scientific and technological changes and new forms of 

energy brought about massive social, economic, and cultural change 
(e.g., the inventions and discoveries of James Watt, Eli Whitney, 
Henry Bessemer, Louis Pasteur, Thomas Edison). 

3. Describe the growth of population, rural to urban migration, and 
growth of cities associated with the Industrial Revolution. 

4. Trace the evolution of work and labor, including the demise of the 
slave trade and the effects of immigration, mining and manufactur
ing, division of labor, and the union movement. 

5. Understand the connections among natural resources, entrepreneur-
ship, labor, and capital in an industrial economy. 

6. Analyze the emergence of capitalism as a dominant economic pattern 
and the responses to it, including Utopianism, Social Democracy, 
Socialism, and Communism. 

7. Describe the emergence of Romanticism in art and literature (e.g., the 
poetry of William Blake and William Wordsworth), social criticism 
(e.g., the novels of Charles Dickens), and the move away from 
Classicism in Europe. 

10.4� Students analyze patterns of global change in the era of New Impe�
rialism in at least two of the following regions or countries: Africa, 
Southeast Asia, China, India, Latin America, and the Philippines. 

1. Describe the rise of industrial economies and their link to imperialism 
and colonialism (e.g., the role played by national security and strate
gic advantage; moral issues raised by the search for national hege
mony, Social Darwinism, and the missionary impulse; material issues 
such as land, resources, and technology). 

2. Discuss the locations of the colonial rule of such nations as England, 
France, Germany, Italy, Japan, the Netherlands, Russia, Spain, 
Portugal, and the United States. 

3. Explain imperialism from the perspective of the colonizers and the 
colonized and the varied immediate and long-term responses by the 
people under colonial rule. 

4. Describe the independence struggles of the colonized regions of the 
world, including the roles of leaders, such as Sun Yat-sen in China, 
and the roles of ideology and religion. 
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10.5 Students analyze the causes and course of the First World War. 

1. Analyze the arguments for entering into war presented by leaders 
from all sides of the Great War and the role of political and economic 
rivalries, ethnic and ideological conflicts, domestic discontent and 
disorder, and propaganda and nationalism in mobilizing the civilian 
population in support of “total war.” 

2. Examine the principal theaters of battle, major turning points, 
and the importance of geographic factors in military decisions and 
outcomes (e.g., topography, waterways, distance, climate). 

3. Explain how the Russian Revolution and the entry of the United 
States affected the course and outcome of the war. 

4. Understand the nature of the war and its human costs (military and 
civilian) on all sides of the conflict, including how colonial peoples 
contributed to the war effort. 

5. Discuss human rights violations and genocide, including the 
Ottoman government’s actions against Armenian citizens. 

10.6 Students analyze the effects of the First World War. 

1. Analyze the aims and negotiating roles of world leaders, the terms and 
influence of the Treaty of Versailles and Woodrow Wilson’s Fourteen 
Points, and the causes and effects of the United States’s rejection of 
the League of Nations on world politics. 

2. Describe the effects of the war and resulting peace treaties on popula
tion movement, the international economy, and shifts in the geo
graphic and political borders of Europe and the Middle East. 

3. Understand the widespread disillusionment with prewar institutions, 
authorities, and values that resulted in a void that was later filled by 
totalitarians. 

4. Discuss the influence of World War I on literature, art, and intellec
tual life in the West (e.g., Pablo Picasso, the “lost generation” of 
Gertrude Stein, Ernest Hemingway). 

10.7� Students analyze the rise of totalitarian governments after 
World War I. 

1. Understand the causes and consequences of the Russian Revolution, 
including Lenin’s use of totalitarian means to seize and maintain 
control (e.g., the Gulag). 

2. Trace Stalin’s rise to power in the Soviet Union and the connection 
between economic policies, political policies, the absence of a free 
press, and systematic violations of human rights (e.g., the Terror 
Famine in Ukraine). 

Course 
Descriptions 

Grade Ten 
Content 

Standards 
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Course 3. Analyze the rise, aggression, and human costs of totalitarian regimes
Descriptions 

(Fascist and Communist) in Germany, Italy, and the Soviet Union, 

Grade Ten noting especially their common and dissimilar traits.

Content

Standards 10.8 Students analyze the causes and consequences of World War II.


1. Compare the German, Italian, and Japanese drives for empire in the 
1930s, including the 1937 Rape of Nanking, other atrocities in 
China, and the Stalin-Hitler Pact of 1939. 

2. Understand the role of appeasement, nonintervention (isolationism), 
and the domestic distractions in Europe and the United States prior 
to the outbreak of World War II. 

3. Identify and locate the Allied and Axis powers on a map and discuss 
the major turning points of the war, the principal theaters of conflict, 
key strategic decisions, and the resulting war conferences and political 
resolutions, with emphasis on the importance of geographic factors. 

4. Describe the political, diplomatic, and military leaders during the war 
(e.g., Winston Churchill, Franklin Delano Roosevelt, Emperor 
Hirohito, Adolf Hitler, Benito Mussolini, Joseph Stalin, Douglas 
MacArthur, Dwight Eisenhower). 

5. Analyze the Nazi policy of pursuing racial purity, especially against 
the European Jews; its transformation into the Final Solution; and 
the Holocaust that resulted in the murder of six million Jewish 
civilians. 

6. Discuss the human costs of the war, with particular attention to the 
civilian and military losses in Russia, Germany, Britain, the United 
States, China, and Japan. 

10.9� Students analyze the international developments in the post–World 
War II world. 

1. Compare the economic and military power shifts caused by the war, 
including the Yalta Pact, the development of nuclear weapons, Soviet 
control over Eastern European nations, and the economic recoveries 
of Germany and Japan. 

2. Analyze the causes of the Cold War, with the free world on one side 
and Soviet client states on the other, including competition for 
influence in such places as Egypt, the Congo, Vietnam, and Chile. 

3. Understand the importance of the Truman Doctrine and the 
Marshall Plan, which established the pattern for America’s postwar 
policy of supplying economic and military aid to prevent the spread 
of Communism and the resulting economic and political competition 
in arenas such as Southeast Asia (i.e., the Korean War, Vietnam 
War), Cuba, and Africa. 



139 

4. Analyze the Chinese Civil War, the rise of Mao Zedong, and the 
subsequent political and economic upheavals in China (e.g., the 
Great Leap Forward, the Cultural Revolution, and the Tiananmen 
Square uprising). 

5. Describe the uprisings in Poland (1952), Hungary (1956), and 
Czechoslovakia (1968) and those countries’ resurgence in the 1970s 
and 1980s as people in Soviet satellites sought freedom from Soviet 
control. 

6. Understand how the forces of nationalism developed in the Middle 
East, how the Holocaust affected world opinion regarding the need 
for a Jewish state, and the significance and effects of the location and 
establishment of Israel on world affairs. 

7. Analyze the reasons for the collapse of the Soviet Union, including 
the weakness of the command economy, burdens of military commit
ments, and growing resistance to Soviet rule by dissidents in satellite 
states and the non-Russian Soviet republics. 

8. Discuss the establishment and work of the United Nations and the 
purposes and functions of the Warsaw Pact, SEATO, NATO, and 
the Organization of American States. 

10.10 Students analyze instances of nation-building in the contemporary 
world in at least two of the following regions or countries: the 
Middle East, Africa, Mexico and other parts of Latin America, 
and China. 

1. Understand the challenges in the regions, including their geopolitical, 
cultural, military, and economic significance and the international 
relationships in which they are involved. 

2. Describe the recent history of the regions, including political divisions 
and systems, key leaders, religious issues, natural features, resources, 
and population patterns. 

3. Discuss the important trends in the regions today and whether they 
appear to serve the cause of individual freedom and democracy. 

10.11 Students analyze the integration of countries into the world 
economy and the information, technological, and communications 
revolutions (e.g., television, satellites, computers). 

Course 
Descriptions 

Grade Ten 
Content 

Standards 
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Course 
Descriptions 

Grade Eleven 

Standard 11.3. 

Students analyze the role 

religion played in the 

founding of America, its 

lasting moral, social, and 

political impacts, and issues 

regarding religious liberty. 

Standard 11.1. 

Students analyze the 

significant events in the 

founding of the nation and 

its attempts to realize the 

philosophy of government 

described in the Declara

tion of Independence. 

Standard 11.1.3. 

Understand the history of 

the Constitution after 1787 

with emphasis on federal 

versus state authority and 

growing democratization. 

Grade Eleven—

United States History

and Geography:

Continuity and Change

in the Twentieth Century


In this course students examine major turning 
points in American history in the twentieth 

century. During the year certain themes should be emphasized: the expanding 
role of the federal government and federal courts; the continuing tension 
between the individual and the state and between minority rights and majority 
power; the emergence of a modern corporate economy; the role of the federal 
government and Federal Reserve System in the economy; the impact of 
technology on American society and culture; change in the ethnic composition 
of American society; the movements toward equal rights for racial minorities and 
women; and the role of the United States as a major world power. In each unit 
students should examine American culture, including religion, literature, art, 
drama, architecture, education, and the mass media. 

The year begins with a selective review of United States history, with an 
emphasis on two major themes—the nation’s beginnings, linked to the tenth-
grade retrospective on the Enlightenment and the rise of democratic ideas; and 
the industrial transformation of the new nation, linked to the students’ tenth-grade 
studies of the global spread of industrialism during the nineteenth century. 

Connecting with Past Learnings: The Nation’s Beginnings 

In this first review unit, students should draw on their earlier studies (in 
grades seven, eight, and ten) of the Enlightenment and the rise of democratic 
ideas as the context in which this nation was founded. Special attention should 
be given to the ideological origins of the American Revolution and its grounding 
in the democratic political tradition, Judeo-Christian ideals, and the natural 
rights philosophy of the Founding Fathers. Special attention also should be 
given to the framing of the Constitution as background for understanding the 
contemporary constitutional issues raised throughout this course. 

Connecting with Past Learnings: The United States to 1900 

In this second review unit, students should concentrate on the testing of 
the new nation through the Civil War and the nineteenth-century growth 
of the nation as an industrial power. First, students should review the history 
of the Constitution after 1787, with particular attention given to the issue of 
federal versus state authority, a question that was resolved only by the Civil War. 
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The war and the Reconstruction of the federal union that followed should be 
highlighted. 

Second, students should review the growth of the United States as an 
industrial and world power. A brief retrospective of the grade ten study of the 
industrial revolution should set the global context for America’s development. 
Other emphases in this review unit should include the significance of immi�
gration in producing ethnic diversity, the demographic shifts of the nineteenth 
century, and the emergence of the United States in the late nineteenth century 
as a world power. Again, reference should be made to grade ten studies of 
nineteenth century European imperialism as the global context in which 
America’s growing influence as a world power was established. 

The Progressive Era 

In the first in-depth study of the year, students learn about the Progressive 
Era, a period rich with controversy and change. Students should understand the 
combination of massive immigration and industrialization that produced vast 
urban slums with intolerable living and working conditions and crowded, 
inadequate schools. They should examine the corporate mergers that produced 
trusts and cartels, industrial giants, “robber barons,” and the gaudy excesses of 
the Gilded Age. They should study examples of the corrupt big-city machines 
that delivered services to the immigrant poor in exchange for votes. They 
should discuss the philosophy of Social Darwinism as well as the religious 
reformism associated with the ideal of the Social Gospel. The work of social 
reformers such as Jane Addams to improve living conditions for the poor and 
downtrodden should be noted. Excerpts from the works of muckrakers such as 
Lincoln Steffens, Jacob Riis, Ida Tarbell, and Joseph Mayer Rice and novels by 
writers such as Theodore Dreiser, Upton Sinclair, and Frank Norris will help 
set the scene. These social conditions should be seen as background for the 
progressive reform movement that challenged big-city bosses; rallied public 
indignation against “the trusts”; led successful campaigns for social and eco�
nomic legislation at the city, state, and federal levels; and played a major role in 
national politics in the pre–World War I era. Students should examine the 
impact of mining and agriculture on the laws concerning water rights during 
these years. As a result of progressive legislation, the role of the federal 
government in regulating business and commerce was expanded during the 
administrations of Theodore Roosevelt and Woodrow Wilson. 

Students should analyze the nation’s foreign policy, especially President 
Theodore Roosevelt’s “big stick” policies and the United States’ involvement in 
World War I. They should review their tenth-grade study of the causes and 
consequences of World War I and its projection of the United States into world 
affairs. Students should learn about President Woodrow Wilson’s Fourteen 
Points and the League of Nations. They should discuss domestic opposition to 

Course 
Descriptions 

Grade Eleven 

Standard 11.1.4. 

Examine the effects of 

the Civil War and 

Reconstruction and of 

the industrial revolution, 

including demographic 

shifts and the emergence 

in the late nineteenth 

century of the United 

States as a world power. 

Standard 11.2. 

Students analyze the 

relationship among the 

rise of industrialization, 

large-scale rural-to-urban 

migration, and massive 

immigration from 

Southern and Eastern 

Europe. 

Historical 

Interpretation 3. 

Students interpret past 

events and issues within 

the context in which an 

event unfolded rather 

than solely in terms 

of present-day norms 

and values. 

Standard 11.4. 

Students trace the rise of 

the United States to its 

role as a world power in 

the twentieth century. 



142 

Course 
Descriptions 

Grade Eleven 

Standard 11.5.4. 

Analyze the passage of the 

Nineteenth Amendment 

and the changing role of 

women in society. 

Standard 11.5. 

Students analyze the major 

political, social, economic, 

technological, and cultural 

developments of the 1920s. 

Historical Research, 

Evidence, and Point 

of View 3. 

Students evaluate major 

debates among historians 

concerning alternative 

interpretations of the past, 

including an analysis of 

authors’ use of evidence and 

the distinctions between 

sound generalizations and 

misleading oversimplifications. 

Historical 

Interpretation 1. 

Students show the connec

tions, causal and otherwise, 

between particular historical 

events and larger social, 

economic, and political 

trends and developments. 

the war, prejudice toward German Americans, and the nation’s reversion to 
isolationism. 

Popular fears of communism and anarchism associated with the Russian 
Revolution and World War I provoked attacks on civil liberties and industrial 
unionists; for example, the postwar Palmer Raids, the “Red Scare,” the Sacco-
Vanzetti case, and legislation restraining individual expression and privacy. 
Legal challenges to these activities produced major Supreme Court decisions 
defining the right to dissent and freedom of speech. By reading some of the 
extraordinary decisions of Justices Louis Brandeis and Oliver Wendell Holmes, 
students will understand the continuing tension between the rights of the 
individual and the power of government. Students can consider such questions 
as: Who speaks for unpopular causes in American society? Is such a voice 
needed in a society controlled by majority vote? This is an appropriate point 
to discuss the founding of organizations such as the American Civil Liberties 
Union (ACLU) and the National Association for the Advancement of 
Colored People (NAACP) to defend unpopular views and minority rights. 

As the Progressive Era ended, women won the right to vote with the 
passage of a constitutional amendment establishing women’s suffrage. What 
were the arguments for and against female suffrage? How is the Constitution 
amended? 

The Jazz Age 

The 1920s had no single event such as a war or a depression around which 
to organize its story, but the decade was nonetheless colorful and important. 
It is usually characterized as a period of Prohibition, gangsters, speakeasies, jazz 
bands, and flappers, living frivolously as the economic disaster of the 1930s 
inexorably drew near. This in-depth study should be used to test the complex 
realities of this era. Students should recognize the change from the reformism 
of the Progressive Era to the desire for “normalcy” in the 1920s as evidenced by 
the election of Warren Harding, Calvin Coolidge, and Herbert Hoover. What 
was normalcy to some was reaction to others, however, as Congress restricted 
immigration on the basis of nationality quotas, Ku Klux Klan activities 
increased in the South and Midwest, farm income declined precipitously, and 
labor unrest spread throughout the country. 

For most Americans, however, the standard of living rose, and new 
consumer goods such as automobiles, radios, and household appliances became 
available. Students should learn how the widespread adoption of mass 
production techniques such as the assembly line helped to make American 
workers highly efficient. The emergence of the mass media created new 
markets, new tastes, and a new popular culture. Movies, radio, and advertising 
spread styles, raised expectations, and promoted interest in fads and sports. At 
the same time, major new writers began to appear, such as William Faulkner, 
F. Scott Fitzgerald, and Sinclair Lewis. 
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A migration of many blacks from the South helped to create the “Harlem 
Renaissance,” the literary and artistic flowering of black artists, poets, 
musicians, and scholars, such as W. E. B. Du Bois, Langston Hughes, Richard 
Wright, and Zora Neale Hurston. Examples of their work should be read. 
Marcus Garvey, the black nationalist leader of a Back to Africa movement, 
reached the peak of his popularity during this period. 

The Great Depression 

The collapse of the national and international economies in 1929 led to the 
Great Depression of the 1930s and major changes in American politics, society, 
and culture. Although the political culture of the 1920s exuded self-confidence 
and optimism, the Depression caused many people to question the viability of 
American institutions. One reaction to the economic crisis and the rise of 
fascism in Europe was the growth of extremist political movements on the right 
and the left. 

Students should assess the likely causes of the Depression and examine its 
effects on ordinary people in different parts of the nation through use of 
historical materials. They should recognize the way in which natural drought 
combined with unwise agricultural practices to cause the Dust Bowl, a major 
factor in the economic and cultural chaos of the 1930s. They should see the 
linkage between severe economic distress and social turmoil. Photographs, 
videotapes, newspaper accounts, interviews with persons who lived in the 
period, as well as paintings and novels (such as John Steinbeck’s Grapes of 
Wrath) will help students understand this critical era. 

The administration of Franklin D. Roosevelt and his New Deal should 
be studied as an example of the government’s response to economic crisis. 
The efforts of the Roosevelt administration to alleviate the crisis through the 
creation of social welfare programs, regulatory agencies, and economic planning 
bureaus should be carefully assessed. President Roosevelt’s dominance of 
American politics should not obscure the significant opposition to his policies. 
Students should have an accurate sense of the controversy generated by the 
New Deal and of the attacks on Roosevelt. Students should read excerpts from 
Roosevelt’s memorable inaugural addresses and fireside chats in order to 
perceive the president’s efforts to rally the nation’s spiritual energy. Events 
during Roosevelt’s presidency mark the beginning of what some historians have 
called the “Imperial Presidency.” The crisis of the Depression, World War II, 
and postwar international tensions have caused a dramatic expansion of the 
power of the presidency. Students should analyze the risk to separation of 
powers caused by this phenomenon and the continuing danger to representative 
government that this trend implies. 
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World War II 

In this unit students examine the role of the United States in World 
War II. Students should review the rise of dictatorships in Germany, the Soviet 
Union, and Japan; and they should examine the events in Europe and Asia in 
the 1930s that led to war. Students should understand the debate between 
isolationists and interventionists in the United States as well as the effect on 
American public opinion of the Nazi-Soviet pact and the bombing of Pearl 
Harbor. Students should look again at the Holocaust and consider the response 
of Franklin D. Roosevelt’s administration to Hitler’s atrocities against Jews and 
other groups. 

By reading contemporary accounts in newspapers and popular magazines, 
students should understand the extent to which this war taught Americans to 
think in global terms. By studying wartime strategy and major military 
operations, students should grasp the geopolitical implications of the war and its 
importance for postwar international relations. The controversy over President 
Harry S. Truman’s decision to drop atomic bombs on Japan should be analyzed 
fully, considering both his rationale and differing historical judgments. 

Attention should be paid to the effect of the war on the home front. 
Industrial demands fueled by war needs contributed to ending the Depression 
and set a model for an expanded governmental role after the war. Wartime 
factory work created new job opportunities for unskilled women and blacks. 
The racial segregation of the armed forces, combined with the egalitarian 
ideology of the war effort, produced a strong stimulus for civil rights activism 
when the war ended. The relocation and internment of 110,000 Japanese 
Americans during the war on grounds of national security was a governmental 
decision that should be analyzed as a violation of their human rights. 

The Cold War 

In this unit students focus on the postwar relations between the United 
States and the Soviet Union. Students should examine the Soviet conquest of 
Eastern Europe and its takeover of Poland, Hungary, and Czechoslovakia. As 
part of their study of President Truman’s policy of containment of communism, 
students should examine the Truman Doctrine, the Marshall Plan, the creation 
of the North Atlantic Treaty Organization, and the Berlin blockade and airlift. 
They should be aware of the Soviet Union’s violations of human rights during 
this period. The controversy among historians over the causes of the Cold War 
should be discussed. 

The domestic political response to the spread of international communism 
should receive attention as part of the study of the Cold War. Students should 
learn about the investigations of domestic communism at the federal and state 
levels and about the celebrated spy trials of the period. As part of this unit, 
students should discuss the censure of Senator Joseph McCarthy by his 
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colleagues in the U.S. Senate. Students should debate the appropriateness of 
loyalty oaths (an important issue at the University of California in the 1950s) 
and legislative investigations of people’s beliefs. During this era there were 
significant Supreme Court decisions that protected citizens’ rights to dissent 
and freedom of speech. 

The study of the foreign policy consequences of the Cold War should be 
extended to an examination of the major events of the administrations of 
Dwight D. Eisenhower, John F. Kennedy, and Lyndon B. Johnson. Students 
should examine the United Nations’ intervention in Korea, Eisenhower’s 
successful conclusion of that conflict, and his administration’s defense policies 
based on nuclear deterrence and massive retaliation. Foreign policy during the 
Kennedy and Johnson administrations represents a continuation of Cold War 
strategy, with the emphasis shifting to guerrilla warfare in Southeast Asia and 
leading to the Vietnam War. Students should be aware of U.S. support of 
anticommunist governments, including burgeoning democracies and au�
thoritarian governments. These events should be placed within the context 
of continuing tensions between the Soviet Union and the United States. 

President Eisenhower’s warning about the rise of a “military-industrial 
complex,” created during World War II and maintained to meet the military 
threat of Soviet expansionism, raises important issues for students to discuss: 
What is the role of conventional forces in a nuclear age? How important to 
the economy of states and localities are defense industries? What effect does 
research for military purposes have on our economic productivity and 
competitiveness? What is the appropriate balance between “guns and butter” 
or between military and civilian needs? How are these questions decided in 
our political system? 

Hemispheric Relationships in the Postwar Era 

In this unit students should consider the nation’s postwar relationships 
with Latin America and Canada. Students should examine the events leading to 
the Cuban Revolution of 1959; the political purges and the economic and 
social changes enforced by Castro; the introduction of Soviet influence and 
military aid in the Caribbean; the 1961 Bay of Pigs invasion and the 1962 
Missile Crisis; the 1965 crisis in the Dominican Republic; the 1978 Panama 
Canal Treaty; and the spread of Cuban influence, indigenous revolution, and 
counterrevolution in Nicaragua and El Salvador in the 1980s. Students should 
analyze the continuing involvement of the United States in this region. 

An analysis of U.S. economic relationships with the nations of Latin 
America today should include the international as well as domestic causes of 
mounting third world debt in Latin America and the global interrelatedness 
of the economies of this hemisphere and the world. 

A study of postwar relationships between the United States and Canada 
should note the long history of peaceful, negotiated settlement of problems 
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between these nations. To understand certain problems, students should 
become sensitive to the Canadian perspective and to Canada’s heavy economic 
dependence on its forest products and its oceanic fishing grounds. In turning to 
the World Court to settle fishing rights to the prolific Georges Bank fishing 
grounds off Nova Scotia, the United States and Canada provide an important 
case study in peaceful arbitration between nations. Among the unresolved 
problems confronting these two nations is the problem of acid rain, an issue of 
global interdependence that concerns other nations in the industrialized world 
today. 

The Civil Rights Movement in the Postwar Era 

In this unit students should focus on the history of the civil rights 
movement in the 25 years after World War II and on the dramatic social and 
political transformations that it brought. The emphasis in this unit is on the 
application of the Constitution and the Bill of Rights in modern times to the 
resolution of human rights issues. Students should understand the central role 
black Americans have played in this century in expanding the reach of the 
Constitution to include all Americans. 

A review of earlier learnings should help students grasp the enormous 
barriers black Americans had to overcome in their struggle for their rights as 
citizens. Attention should be given to the provisions enacted into the 
Constitution in 1787 that preserved slavery; the post–Civil War laws and 
practices that reduced the newly freed slaves to a state of peonage; and the 
Jim Crow laws that were upheld by the Supreme Court in a series of decisions 
in the late nineteenth century. Students should be aware of Booker T. 
Washington, the founder of Tuskegee Institute. Excerpts from his 1895 
Atlanta Exposition address will show his efforts to adjust to the handicaps of 
racial segregation. Discrimination continued to confront black citizens who 
migrated to northern cities and who served in world wars I and II. 

Readings from Gunnar Myrdal’s An American Dilemma will help students 
analyze the contrast between the American creed and the practices of racial 
segregation throughout the nation in the years preceding World War II. What 
was the dilemma? What is the creed that Myrdal stressed? As background, 
students must understand the meaning of “separate but equal,” both as a legal 
term and as a reality that effectively limited the life chances of black Americans 
by denying them equal opportunity for jobs, housing, education, health, and 
voting rights. 

Students should learn about the rise of the civil rights movement and 
the legal battle to abolish segregation. The battle in the courts began with 
challenges to racial segregation in higher education and achieved a signal victory 
in 1954 with the Brown v. Board of Education of Topeka decision. This impor�
tant decision should be read and discussed. Students should analyze why one 
of the first demands of the civil rights movement was for equal educational 
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opportunity. Why is education so important in the life chances of an indivi�
dual? What happens to people who are not educated in America today? What 
kinds of jobs can they get? How does mass illiteracy affect an entire society? 
(Here students should review what they learned in the tenth-grade unit 
“Nationalism in the Contemporary World.”) What would life in the United 
States be like if there were no public schools? Interviews and case studies can be 
made of successful men and women from minority groups whose lives have 
changed because of their education. 

The Brown decision and its slow acceptance by local and state governments 
stimulated a generation of political and social activism led by black Americans 
pursuing their civil rights. Momentous events in this story illumine the process 
of change: the commitment of white people in the South to “massive 
resistance” against desegregation; the Montgomery bus boycott, which was 
started by Rosa Parks and then led by the young Martin Luther King, Jr.; the 
clash in Little Rock, Arkansas, between federal and state power; the student sit-
in demonstrations that began in Greensboro, North Carolina; the “freedom 
rides”; the march on Washington in 1963; the Mississippi Summer Project of 
1964; and the march in Selma, Alabama, in 1965. Students should recognize 
how these dramatic events influenced public opinion and enlarged the 
jurisdiction of the federal courts. They should understand Dr. King’s 
philosophical and religious dedication to nonviolence by reading documents 
such as his “Letter from a Birmingham Jail,” and they should recognize the 
leadership of the black churches in the movement. By viewing films of this 
period, students should recognize both the extraordinary moral courage of 
ordinary black men, women, and children and the interracial character of the 
civil rights movement. 

The expansion of the role of the federal government as a guarantor of civil 
rights should be examined, especially during the administrations of Presidents 
Kennedy and Johnson. After President Kennedy’s assassination, Congress 
enacted landmark federal programs in civil rights, education, and social welfare. 
Students should examine the historical significance of the Civil Rights Act of 
1964 and the Elementary and Secondary Education Act of 1965. 

The peak of legislative activity in 1964-65 was accompanied by a dramatic 
increase in civil unrest and protest among urban blacks, and 1966 saw the 
emergence of the Black Power movement. The assassination of Dr. King in 
1968 deprived the civil rights movement of its best-known leader, but not its 
enduring effects on American life. In considering issues such as school busing 
and group quotas, students can discuss the continuing controversy between 
group rights to a fair share as opposed to individual rights to equal treatment. 
Well-chosen readings should heighten students’ sensitivity to the issues raised 
in this unit, such as The Autobiography of Malcolm X, Lerone Bennett’s Before 
the Mayflower: A History of Black America, Ralph Ellison’s Invisible Man, 
Richard Wright’s Native Son, and Lorraine Hansberry’s A Raisin in the Sun. 
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Course The success of the black civil rights movement encouraged other groups—
Descriptions 

including women, Hispanics, American Indians, Asians, Pacific Islanders, and 

Grade Eleven individuals with disabilities—in their campaigns for legislative and judicial 
recognition of their civil equality. Students should study how Cesar Chavez and 
the United Farm Workers’ movement used nonviolent tactics, educated the 

Standard 11.8. general public about the working conditions in agriculture, and worked to 

Students analyze the improve the lives of farmworkers. Major events in the development of all these 
economic boom and social movements and their consequences should be noted. 
transformation of post– 

World War II America. American Society in the Postwar Era 

In this unit students focus on other significant social, economic, and 
political changes of the 25 years following World War II. Having emerged from 
the war with a strong industrial base, the nation experienced rapid economic 
growth and a steady increase in the standard of living. The GI Bill of Rights 
opened college doors to millions of returning veterans who contributed to the 
nation’s technological capacity. The economic surge was extended during the 
Eisenhower era, which was marked by low inflation, social calm, and political 
quiescence. 

Students should examine the significance of the Supreme Court under the 
leadership of former California Governor Earl Warren. Decisions of this court 
made sweeping changes in many areas of American life. Beyond the Brown 
decision (already studied), consideration should be given to decisions affecting 
criminal due process, voting rights, freedom of speech, and other areas of 
expression that have affected our lives dramatically. Students should be pre-
pared to debate the question of the role of the courts in overturning laws passed 
by Congress and state legislatures. Historical depth should be provided by 
comparing the Warren Court to the Hughes Court of the 1930s, both of which 
used judicial power to invalidate statutes passed by democratically elected 
legislatures. 

Students should read about the beginning of the environmental movement 
in the 1960s and the environmental protection laws that were passed. The 
expansion of the war in Vietnam provoked antiwar protests that reflected and 
contributed to a deep rift within American culture. From within the protest 
movement, a “counterculture” emerged with its own distinctive style of music, 
dress, language, and films. When the war ended, the counterculture was 
absorbed in the mainstream. 

The Nixon administration (1968–1974) was notable for establishing 
relations with the People’s Republic of China, opening a period of detente 
with the Soviet Union, and negotiating a withdrawal of American troops from 
Vietnam. Despite his skill in managing foreign affairs, Richard Nixon’s 
administration was marred by a political scandal called Watergate that led 
to his resignation in 1974. Students should understand the events that led to 
President Nixon’s resignation, and they should assess the roles of the courts, the 
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press, and the Congress. Students can discuss the continuing issue of unchecked 
presidential power. Are the president and his staff above the law? 

The study of this fascinating period should include an examination of the 
continuing economic contractions and expansions and the use of monetary and 
fiscal policy in influencing business cycles. Students should learn about the 
growth of the middle class, with poverty concentrated among minority groups, 
the elderly, and single-parent families. Major attention should be given to 
demographic changes, such as the Baby Boom, white flight to the newly 
developing suburbs, the migration to the Sunbelt, the decline of the family farm, 
the entry of women into the labor force in large numbers, the rise of the 
women’s movement, increasing divorce rates, and the changing family structure. 
Students should consider the connections between the modern women’s 
movement and the women’s rights movement of earlier decades. Which issues 
created the women’s movement of the 1970s? Why did the Equal Rights 
Amendment fail? Selections from the writings of leading feminists and their 
opponents can be read and discussed. Attention should be paid to the major 
gains by women in education and in the workplace. 

Finally, consideration should be given to the major social problems of 
contemporary America, including juvenile and adult crime, illegal use of drugs 
and alcohol, teenage pregnancy, and child neglect. Issues inherent in these 
problems can be debated, and experts from the community can be invited as 
speakers. 

The United States in Recent Times 

In this concluding unit students can place the recent past in historical 
perspective. At the end of this year’s study, students should be able to discuss 
long-term trends and to assess their meaning. They should be aware of the 
influence of the Constitution on daily events in their community and nation 
and its continuing importance in defining the rights and freedoms of Americans. 

The teacher should review the major events of the last quarter of the 
twentieth century, including the presidencies of Jimmy Carter, Ronald Reagan, 
George Bush, and William Clinton, and set them in historical perspective. What 
are the electoral patterns of contemporary times, and how has voting behavior 
changed over the last 10, 20, or 50 years? To what extent is foreign policy 
bipartisan? How might a president from another party handle a particular crisis; 
for example, the Middle East or the Iranian hostage crisis? What should be done 
about the national debt and deficit spending? 

Much of the national political debate of recent decades has been concerned 
with the expansion of the power of the federal government and the federal 
courts. This unit is intended to help students understand the extent to which 
such issues are rooted in the Progressive Era, the New Deal, and the civil rights 
movement. This is an appropriate time to reflect on the redefinition of the Bill 
of Rights during the twentieth century, particularly the tension between the 

Course 
Descriptions 

Grade Eleven 

Chronological and 

Spatial Thinking 4. 

Students relate current 

events to the physical 

and human characteris

tics of places and 

regions. 

Standard 11.11. 

Students analyze the 

major social problems 

and domestic policy 

issues in contemporary 

American society. 



150 

Course 
Descriptions 

Grade Eleven 

Historical 

Interpretation 1. 

Students show the 

connections, causal and 

otherwise, between 

particular historical events 

and larger social, 

economic, and political 

trends and developments. 

rights of the individual and the power of the state. By examining major social 
controversies, students should consider how the Constitution works today and 
compare contemporary practices to the vision of the Founding Fathers. 

Contemporary economic and social conditions in the United States can be 
viewed with historical perspective. Students might examine census data to 
examine basic demographic changes and predict future patterns of growth and 
decline. Students might compare the status of minorities in 1900 to that of the 
present and reflect on changes in job opportunities, educational opportunities, 
and legal protections available to minorities and women. How does the life of a 
new immigrant to the United States today compare with what it was in 1900? 
What is the condition of women’s rights today compared to 1900? By viewing 
three generations of social and economic change, students can begin to assess 
the collective effects of the political and legal reforms that have been enacted 
since the Progressive Era. 

Students should recognize that under our democratic political system the 
United States has achieved a level of freedom, political stability, and economic 
prosperity that has made it a model for other nations, the leader of the world’s 
democratic societies, and a magnet for people all over the world who yearn for 
a life of freedom and opportunity. Students should understand that our rights 
and freedoms are not accidents of history. They are the result of a carefully 
defined set of political principles that are embodied in the Constitution. 
Students should recognize that our ability to debate our current and historical 
problems and to freely criticize our government is not a sign of weakness but is 
one of the hallmarks of a free society. 

Students should see that the history of the United States has had special 
significance for the rest of the world, both because of its free political system 
and its pluralistic nature. In a world struggling with ethnic, racial, and religious 
hatred, the United States has demonstrated the strength and dynamism of a 
racially, religiously, and culturally diverse people. All citizens of the United 
States enjoy a democratic republic, rule of law, and guaranteed constitutional 
rights. 

Students should perceive these historic achievements in a global context. 
They should recognize the cynicism with which undemocratic regimes use the 
rhetoric of democracy while violating its most basic principles. They should 
understand that most nations today do not rest on the consent of the governed 
and do not guarantee their citizens basic rights and freedoms. 

By the end of grade eleven, students should see the relevance of history to 
their daily lives and understand how the ideas and events of the past shape the 
institutions and debates of contemporary America. Living in a free society is a 
precious inheritance; it should not be taken for granted. Students should 
recognize that our democratic political system depends on them—as educated 
citizens—to survive and prosper. 
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History–Social Science Standards Course 
Descriptions 

Grade Eleven 
Grade Eleven 

United States History and Geography: Content 
Standards 

Continuity and Change in the Twentieth Century 

11.1	 Students analyze the significant events in the founding of the nation 
and its attempts to realize the philosophy of government described 
in the Declaration of Independence. 

1. Describe the Enlightenment and the rise of democratic ideas as the 
context in which the nation was founded. 

2. Analyze the ideological origins of the American Revolution, the 
Founding Fathers’ philosophy of divinely bestowed unalienable 
natural rights, the debates on the drafting and ratification of the 
Constitution, and the addition of the Bill of Rights. 

3. Understand the history of the Constitution after 1787 with emphasis 
on federal versus state authority and growing democratization. 

4. Examine the effects of the Civil War and Reconstruction and of the 
industrial revolution, including demographic shifts and the emer�
gence in the late nineteenth century of the United States as a world 
power. 

11.2	 Students analyze the relationship among the rise of industrializa�
tion, large-scale rural-to-urban migration, and massive immigration 
from Southern and Eastern Europe. 

1. Know the effects of industrialization on living and working condi�
tions, including the portrayal of working conditions and food safety 
in Upton Sinclair’s The Jungle. 

2. Describe the changing landscape, including the growth of cities 
linked by industry and trade, and the development of cities divided 
according to race, ethnicity, and class. 

3. Trace the effect of the Americanization movement. 
4. Analyze the effect of urban political machines and responses to them 

by immigrants and middle-class reformers. 
5. Discuss corporate mergers that produced trusts and cartels and the 

economic and political policies of industrial leaders. 
6. Trace the economic development of the United States and its emer�

gence as a major industrial power, including its gains from trade and 
the advantages of its physical geography. 

7. Analyze the similarities and differences between the ideologies of 
Social Darwinism and Social Gospel (e.g., using biographies of 
William Graham Sumner, Billy Sunday, Dwight L. Moody). 
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Course 8. Examine the effect of political programs and activities of Populists.
Descriptions 

9. Understand the effect of political programs and activities of the 

Content Bureau, the Sixteenth Amendment, Theodore Roosevelt, Hiram 
Grade Eleven Progressives (e.g., federal regulation of railroad transport, Children’s 

Standards 
Johnson). 

11.3	 Students analyze the role religion played in the founding of 
America, its lasting moral, social, and political impacts, and issues 
regarding religious liberty. 

1. Describe the contributions of various religious groups to American 
civic principles and social reform movements (e.g., civil and human 
rights, individual responsibility and the work ethic, antimonarchy 
and self-rule, worker protection, family-centered communities). 

2. Analyze the great religious revivals and the leaders involved in them, 
including the First Great Awakening, the Second Great Awakening, 
the Civil War revivals, the Social Gospel Movement, the rise of 
Christian liberal theology in the nineteenth century, the impact 
of the Second Vatican Council, and the rise of Christian fundamen�
talism in current times. 

3. Cite incidences of religious intolerance in the United States 
(e.g., persecution of Mormons, anti-Catholic sentiment, 
anti-Semitism). 

4. Discuss the expanding religious pluralism in the United States and 
California that resulted from large-scale immigration in the twentieth 
century. 

5. Describe the principles of religious liberty found in the Establishment 
and Free Exercise clauses of the First Amendment, including the 
debate on the issue of separation of church and state. 

11.4	 Students trace the rise of the United States to its role as a world 
power in the twentieth century. 

1. List the purpose and the effects of the Open Door policy. 
2. Describe the Spanish-American War and U.S. expansion in the South 

Pacific. 
3. Discuss America’s role in the Panama Revolution and the building of 

the Panama Canal. 
4. Explain Theodore Roosevelt’s Big Stick diplomacy, William Taft’s 

Dollar Diplomacy, and Woodrow Wilson’s Moral Diplomacy, 
drawing on relevant speeches. 

5. Analyze the political, economic, and social ramifications of World 
War I on the home front. 

6. Trace the declining role of Great Britain and the expanding role of 
the United States in world affairs after World War II. 
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11.5	 Students analyze the major political, social, economic, technologi�
cal, and cultural developments of the 1920s. 

1. Discuss the policies of Presidents Warren Harding, Calvin Coolidge, 
and Herbert Hoover. 

2. Analyze the international and domestic events, interests, and philoso�
phies that prompted attacks on civil liberties, including the Palmer 
Raids, Marcus Garvey’s “back-to-Africa” movement, the Ku Klux 
Klan, and immigration quotas and the responses of organizations 
such as the American Civil Liberties Union, the National Association 
for the Advancement of Colored People, and the Anti-Defamation 
League to those attacks. 

3. Examine the passage of the Eighteenth Amendment to the Constitu�
tion and the Volstead Act (Prohibition). 

4. Analyze the passage of the Nineteenth Amendment and the changing 
role of women in society. 

5. Describe the Harlem Renaissance and new trends in literature, music, 
and art, with special attention to the work of writers (e.g., Zora Neale 
Hurston, Langston Hughes). 

6. Trace the growth and effects of radio and movies and their role in the 
worldwide diffusion of popular culture. 

7. Discuss the rise of mass production techniques, the growth of cities, 
the impact of new technologies (e.g., the automobile, electricity), and 
the resulting prosperity and effect on the American landscape. 

11.6	 Students analyze the different explanations for the Great Depression 
and how the New Deal fundamentally changed the role of the 
federal government. 

1. Describe the monetary issues of the late nineteenth and early twenti�
eth centuries that gave rise to the establishment of the Federal Reserve 
and the weaknesses in key sectors of the economy in the late 1920s. 

2. Understand the explanations of the principal causes of the Great 
Depression and the steps taken by the Federal Reserve, Congress, and 
Presidents Herbert Hoover and Franklin Delano Roosevelt to combat 
the economic crisis. 

3. Discuss the human toll of the Depression, natural disasters, and 
unwise agricultural practices and their effects on the depopulation of 
rural regions and on political movements of the left and right, with 
particular attention to the Dust Bowl refugees and their social and 
economic impacts in California. 

4. Analyze the effects of and the controversies arising from New Deal 
economic policies and the expanded role of the federal government in 
society and the economy since the 1930s (e.g., Works Progress 

Course 
Descriptions 

Grade Eleven 
Content 

Standards 
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Course Administration, Social Security, National Labor Relations Board,
Descriptions 

farm programs, regional development policies, and energy develop-

Content Central Valley Project, and Bonneville Dam). 
Grade Eleven ment projects such as the Tennessee Valley Authority, California 

Standards 
5. Trace the advances and retreats of organized labor, from the creation 

of the American Federation of Labor and the Congress of Industrial 
Organizations to current issues of a postindustrial, multinational 
economy, including the United Farm Workers in California. 

11.7 Students analyze America’s participation in World War II. 

1. Examine the origins of American involvement in the war, with an 
emphasis on the events that precipitated the attack on Pearl Harbor. 

2. Explain U.S. and Allied wartime strategy, including the major battles 
of Midway, Normandy, Iwo Jima, Okinawa, and the Battle of the 
Bulge. 

3. Identify the roles and sacrifices of individual American soldiers, as 
well as the unique contributions of the special fighting forces 
(e.g., the Tuskegee Airmen, the 442nd Regimental Combat team, 
the Navajo Code Talkers). 

4. Analyze Roosevelt’s foreign policy during World War II (e.g., Four 
Freedoms speech). 

5. Discuss the constitutional issues and impact of events on the 
U.S. home front, including the internment of Japanese Americans 
(e.g., Fred Korematsu v. United States of America) and the restrictions 
on German and Italian resident aliens; the response of the administra�
tion to Hitler’s atrocities against Jews and other groups; the roles of 
women in military production; and the roles and growing political 
demands of African Americans. 

6. Describe major developments in aviation, weaponry, communication, 
and medicine and the war’s impact on the location of American 
industry and use of resources. 

7. Discuss the decision to drop atomic bombs and the consequences of 
the decision (Hiroshima and Nagasaki). 

8. Analyze the effect of massive aid given to Western Europe under the 
Marshall Plan to rebuild itself after the war and the importance of a 
rebuilt Europe to the U.S. economy. 

11.8	 Students analyze the economic boom and social transformation 
of post–World War II America. 

1. Trace the growth of service sector, white collar, and professional 
sector jobs in business and government. 

2. Describe the significance of Mexican immigration and its relationship 
to the agricultural economy, especially in California. 
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3. Examine Truman’s labor policy and congressional reaction to it. 
4. Analyze new federal government spending on defense, welfare, interest 

on the national debt, and federal and state spending on education, 
including the California Master Plan. 

5. Describe the increased powers of the presidency in response to the 
Great Depression, World War II, and the Cold War. 

6. Discuss the diverse environmental regions of North America, their 
relationship to local economies, and the origins and prospects of 
environmental problems in those regions. 

7. Describe the effects on society and the economy of technological 
developments since 1945, including the computer revolution, changes 
in communication, advances in medicine, and improvements in 
agricultural technology. 

8. Discuss forms of popular culture, with emphasis on their origins and 
geographic diffusion (e.g., jazz and other forms of popular music, 
professional sports, architectural and artistic styles). 

11.9 Students analyze U.S. foreign policy since World War II. 

1. Discuss the establishment of the United Nations and International 
Declaration of Human Rights, International Monetary Fund, World 
Bank, and General Agreement on Tariffs and Trade (GATT) and 
their importance in shaping modern Europe and maintaining peace 
and international order. 

2. Understand the role of military alliances, including NATO and 
SEATO, in deterring communist aggression and maintaining security 
during the Cold War. 

3. Trace the origins and geopolitical consequences (foreign and domes-
tic) of the Cold War and containment policy, including the following: 

• The era of McCarthyism, instances of domestic Communism 
(e.g., Alger Hiss) and blacklisting 

• The Truman Doctrine 
• The Berlin Blockade 
• The Korean War 
• The Bay of Pigs Invasion and the Cuban Missile Crisis 
• Atomic testing in the American West, the “mutual assured 

destruction” doctrine, and disarmament policies 
• The Vietnam War 
• Latin American policy 

4. List the effects of foreign policy on domestic policies and vice versa 
(e.g., protests during the war in Vietnam, the “nuclear freeze” 
movement). 

Course 
Descriptions 

Grade Eleven 
Content 

Standards 
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Course 5. Analyze the role of the Reagan administration and other factors in the
Descriptions 

victory of the West in the Cold War. 

Grade Eleven 6. Describe U.S. Middle East policy and its strategic, political, and 
Content economic interests, including those related to the Gulf War. 
Standards 

7. Examine relations between the United States and Mexico in the 
twentieth century, including key economic, political, immigration, 
and environmental issues. 

11.10 Students analyze the development of federal civil rights and 
voting rights. 

1. Explain how demands of African Americans helped produce a 
stimulus for civil rights, including President Roosevelt’s ban on racial 
discrimination in defense industries in 1941, and how African 
Americans’ service in World War II produced a stimulus for President 
Truman’s decision to end segregation in the armed forces in 1948. 

2. Examine and analyze the key events, policies, and court cases in the 
evolution of civil rights, including Dred Scott v. Sandford, Plessy v. 
Ferguson, Brown v. Board of Education, Regents of the University of 
California v. Bakke, and California Proposition 209. 

3. Describe the collaboration on legal strategy between African Ameri�
can and white civil rights lawyers to end racial segregation in higher 
education. 

4. Examine the roles of civil rights advocates (e.g., A. Philip Randolph, 
Martin Luther King, Jr., Malcolm X, Thurgood Marshall, James 
Farmer, Rosa Parks), including the significance of Martin Luther 
King, Jr.’s “Letter from Birmingham Jail” and “I Have a Dream” 
speech. 

5. Discuss the diffusion of the civil rights movement of African 
Americans from the churches of the rural South and the urban 
North, including the resistance to racial desegregation in Little Rock 
and Birmingham, and how the advances influenced the agendas, 
strategies, and effectiveness of the quests of American Indians, 
Asian Americans, and Hispanic Americans for civil rights and equal 
opportunities. 

6. Analyze the passage and effects of civil rights and voting rights 
legislation (e.g., 1964 Civil Rights Act, Voting Rights Act of 1965) 
and the Twenty-Fourth Amendment, with an emphasis on equality 
of access to education and to the political process. 

7. Analyze the women’s rights movement from the era of Elizabeth 
Cady Stanton and Susan B. Anthony and the passage of the Nine�
teenth Amendment to the movement launched in the 1960s, includ�
ing differing perspectives on the roles of women. 
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11.11 Students analyze the major social problems and domestic policy 
issues in contemporary American society. 

1. Discuss the reasons for the nation’s changing immigration policy, 
with emphasis on how the Immigration Act of 1965 and successor 
acts have transformed American society. 

2. Discuss the significant domestic policy speeches of Truman, 
Eisenhower, Kennedy, Johnson, Nixon, Carter, Reagan, Bush, and 
Clinton (e.g., with regard to education, civil rights, economic policy, 
environmental policy). 

3. Describe the changing roles of women in society as reflected in the 
entry of more women into the labor force and the changing family 
structure. 

4. Explain the constitutional crisis originating from the Watergate 
scandal. 

5. Trace the impact of, need for, and controversies associated with 
environmental conservation, expansion of the national park system, 
and the development of environmental protection laws, with particu�
lar attention to the interaction between environmental protection 
advocates and property rights advocates. 

6. Analyze the persistence of poverty and how different analyses of this 
issue influence welfare reform, health insurance reform, and other 
social policies. 

7. Explain how the federal, state, and local governments have responded 
to demographic and social changes such as population shifts to the 
suburbs, racial concentrations in the cities, Frostbelt-to-Sunbelt 
migration, international migration, decline of family farms, increases 
in out-of-wedlock births, and drug abuse. 

Course 
Descriptions 

Grade Eleven 
Content 

Standards 
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Course 
Descriptions 

Grade Twelve 

Standard 12.1. 

Students explain the 

fundamental principles and 

moral values of American 

democracy as expressed in 

the U.S. Constitution and 

other essential documents 

of American democracy. 

Chronological and 

Spatial Thinking 1. 

Students compare the 

present with the past, 

evaluating the conse

quences of past events and 

decisions and determining 

the lessons that were 

learned. 

Standard 12.2. 

Students evaluate and take 

and defend positions on the 

scope and limits of rights 

and obligations as 

democratic citizens, the 

relationships among them, 

and how they are secured. 

Grade Twelve—

Principles of American Democracy

(One Semester)


In this course students apply knowledge gained 
in previous years of study to pursue a deeper 
understanding of the institutions of American 
government. In addition, they draw on their 

studies of American history and of other societies to compare different systems 
of government in the world today. This course should be viewed as the culmi�
nation of the civic literacy strand that prepares students to vote, to reflect on 
the responsibilities of citizenship, and to participate in community activities. 

The Constitution and the Bill of Rights 

In this first study of the course, students focus on the philosophy of those 
who framed the Constitution and the Bill of Rights. Both documents are used 
in conjunction with selected portions of the Federalist Papers. Teachers should 
use the latter to illustrate such major constitutional concepts as separation of 
powers, checks and balances, and enumerated powers as well as the framers’ 
understanding of human nature and the political process. For example, when 
dealing with the rationale for checks and balances and separation of powers, 
students should study Federalist Paper Number 51; or when dealing with the 
role of the judiciary, they should study Federalist Paper Number 78. Students 
should read substantive selections from these and other federalist essays. 

The Federalist Papers should be presented as arguments intended to dispel 
Antifederalist reservations and to persuade a skeptical public, rather than as 
holy writ, so that students can understand that the ideas now taken for granted 
had to survive close scrutiny. In addition, students should study the Declaration 
of Independence, Washington’s Farewell Address, Lincoln’s Gettysburg 
Address and the Emancipation Proclamation for deeper understanding of the 
fundamental principles and moral values of American democracy. 

The Courts and the Governmental Process 

In this unit students examine the role of the courts s a major element 
the governmental process. They should concentrate on how the courts have 
interpreted the Bill of Rights over time, with emphasis on themes such as 
due process of law and equal protection as guaranteed by the Fourteenth 
Amendment. Whenever possible, students should be given illustrations of 
the kinds of controversies that have arisen because of challenges or differing 
interpretations of the Bill of Rights. The unit should be organized around case 
studies of specific issues, such as the First Amendment’s cases on free speech, 
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religious liberty, separation of church and state, academic freedom, and the 
right of assembly. Supreme Court decisions may be debated or simulated in the 
classroom, following readings of original source materials, including significant 
excerpts from the specific cases. Students should understand not only that 
rights and societal interests were in conflict, but also that each case involved 
real people and that our present laws have resulted from the debates, trials, 
and sacrifices of ordinary people. 

In examining the evolution of the civil rights issue under the equal 
protection clause, students should draw on their knowledge of the Civil War 
and the passage of the Reconstruction amendments. Students should examine 
the changing interpretation of civil rights law from the Plessy v. Ferguson 
decision of 1896 to the Brown decision of 1954. Although it is not possible 
to analyze every decision that marked the shift of the Supreme Court from 
1896 to 1954, critical reading of the Yick Wo and Korematsu v. United States 
decisions should serve to remind students that racial discrimination affected not 
only blacks but other groups as well, including Asians and Hispanics. A study 
of the higher education cases (for example, Sweatt v. Painter or McLaurin v. 
Oklahoma) should prepare the ground for the Court’s switch in Brown. The 
Brown decision provides the opportunity to debate whether the law should be 
color blind or color conscious. Students can use materials from these cases to 
simulate a trial of the issues. 

Our Government Today: The Legislative and Executive Branches 

In this unit students examine the work of modern legislatures and the 
executive branch of government. 

Each generation of Americans has made contributions to our governmental 
system, and citizens in each era have created mechanisms to deal with new 
problems and address inequities. Case studies of recent issues (for example, tax 
reform, social security reform, and environmental protection laws) should be 
used to explore the process and issues of lawmaking, such as the committee 
system, lobbying, and the influence of the media and special interests on 
legislation. Through critical reading of primary documents and the use of 
simulations, role play, and other interactive learning strategies, students can 
practice critical thinking and apply these skills to assess proposed legislation, 
candidates for office, and the practices of legislatures. 

Students should examine the workings of the executive branch. Through a 
critical reading of primary documents and the use of simulations, role play, and 
other interactive learning strategies, students can practice critical thinking and 
apply these skills to assess proposed legislation, candidates for office, and the 
practices of legislatures. 

Students should examine the workings of the executive branch. Through a 
critical reading of primary and secondary sources, students should be able to 

Course 
Descriptions 

Grade Twelve 

Standard 12.5. 

Students summarize 

landmark U.S. Supreme 

Court interpretations of 

the Constitution and its 

amendments. 

Historical Research,


Evidence, and


Point of View 1.


Students distinguish valid 

arguments from fallacious 

arguments in historical 

interpretations. 

Standard 12.4. 

Students analyze the 

unique roles and 

responsibilities of the 

three branches 

of government 

as established by the 

U.S. Constitution. 

Historical Research,


Evidence, and


Point of View 4.


Students construct and 

test hypotheses; collect, 

evaluate, and employ 

information from multiple 

primary and secondary 

sources; and apply it in 

oral and written 

presentations. 
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Course document the evolution of the Presidency and the growth of the power to cope
Descriptions 

with war, economic crisis, and America’s role in world affairs. Through selected 

Grade Twelve case studies, students can analyze presidential campaigns, the handling of 
international crises, and the scope and limits of presidential power (both

Standard 12.8. 
foreign and domestic). Examples might include the Steel Crisis, the Cuban 

Students evaluate and take


and defend positions on the 
Missile Crisis, or the Iran Hostage Crisis. Students should explore the process

influence of the media on of presidential decision making through role play, simulation, and interactive
American political life. learning. 

Federalism: State and Local Government 

Standard 12.7. In this unit students analyze the principles of federalism. Students should 

Students analyze and learn how power is divided among federal, state, and local governments. 
compare the powers and Student should understand that local governments are the legal creations of 
procedures of the national, state governments. What kinds of issues does each level of government handle? 
state, tribal, and local What happens when there is overlapping jurisdiction; for example, on matters
governments. 

such as transportation and housing? How do people get involved in state and 
local government? How do state and local regulatory agencies differ form those 
at the federal level? Students should become aware of the important areas (for 
example, criminal justice, family law, environmental protection, and education) 
that remain largely under state and county control. They should discuss the 
important functions that are retained by localities, such as police and fire 
protection, sanitation, local public schools, and other services. 

By analyzing a significant school policy issue, students should learn how 
public education is governed and financed and how policies that affect schools 
are influenced and decided. Students should examine topics such as the role of 

Standard 12.3. the local school board, state legislation, California initiatives affecting the 

Students evaluate and take 
schools such as Proposition 13, and the budgetary priorities of elected state 

and defend positions on officials. Students should analyze the importance of their vote in influencing 
what the fundamental the quality and future of public education in California and consider ways of 
values and principles of becoming actively involved in issues that affect education.
civil society are (i.e., the 

Time should be devoted to a study of the ways in which individuals can
autonomous sphere of 

voluntary personal, social, become participatory citizens through voting, jury service, volunteerism, and 
and economic relations involvement in community organizations. Resource people from local agencies 
that are not part of and organizations can be invited to visit classrooms and facilitate site visits to
government), their 

interdependence, and the 
demonstrate the work they do and reinforce the vital role the individual plays 

meaning and importance of in community life. In addition, students should be given opportunities to 
those values and principles volunteer for community service in their schools and communities. 
for a free society. 

Comparative Governments, with Emphasis 
on Communism in the World 

This unit begins with a review of the major philosophies encountered by 
students during their previous studies: socialism, fascism, communism, 
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capitalism, and democratic pluralism. Students should understand the way in 
which these different philosophies influence governments, economic policies, 
social welfare policies, and human rights practices. They should recognize that 
most nations combine aspects of different philosophies. 

The varieties of democracies should be explored, so that students under-
stand the fundamental features of democratic governments. At the same time, 
students should examine how some Western democracies have “mixed” systems 
of capitalism and state socialism and that contemporary politics has been 
marked by movements toward more market-based systems. 

The fundamental differences between democracies and dictatorships of the 
right and the left should be understood. Critical thinking skills should be used 
to analyze the nature of a dictatorial regime in which no social contract exists 
between the state and those it governs and in which citizens have no rights nor 
means of redressing wrongs. Does such a government rest on the consent of the 
governed? Do citizens have rights that the state must respect? 

A review of pre–World War II fascism in Germany, Italy, Spain, and 
Portugal should be updated with a survey of contemporary dictatorships of the 
right. Attention should be given to the arbitrary rulings, torture, imprisonment, 
and executions without trials that attend fascist takeovers and help to maintain 
their control. Students should examine the social, economic, and political 
conditions that have given rise to such regimes. They should analyze the 
support given to such regimes by people who would protect or restore the status 
quo at any cost and by people who seek a military end to internal and imported 
revolutionary terrorism that their civilian governments have been unable to 
control. Attention also should be given to the movement to democratic 
government and the effects of the end of the Cold War in such countries as 
Spain, Argentina, Chile, the Philippines, South Korea, Guatemala, El Salvador, 
and South Africa. 

The main focus of this unit is on dictatorship because it is the antithesis of 
democracy. Understanding the nature of dictatorship should be enhanced by 
map study and identification of antidemocratic governments in Asia, Africa, 
Latin America, and Eastern Europe. In discussing dictatorship students should 
use what they learned in grade ten about communism, with specific reference to 
the Russian Revolution, Marxist ideology, the dictatorship of Joseph Stalin, and 
the expansion of Soviet power after World War II. The nature of dictatorial 
communist rule in the Soviet Union should be compared to communism today 
in Cuba, Cambodia, Vietnam, and China with attention to similarities and 
differences. 

Students should examine the means by which communist regimes have 
come to power and the appeal that these regimes have for groups of the left 
who believe that only revolution or radical change can reform their societies. 
Students should understand the appeal of communist ideology to intellectuals 
and the poor. 

Course 
Descriptions 

Grade Twelve 

Standard 12.9. 

Students analyze the 

origins, characteristics, 

and development of 

different political systems 

across time, with 

emphasis on the quest 

for political democracy, 

its advances, and its 

obstacles. 
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Course 
Descriptions 

Grade Twelve 

Historical 

Interpretation 6. 

Students conduct cost-

benefit analyses and apply 

basic economic indicators 

to analyze the aggregate 

economic behavior. 

Students should understand the concept of the total state where the 
government, the military, the educational system, all social organizations, the 
media, and the economy are controlled by the communist party. They should 
analyze the methods used by communist regimes to maintain control; for 
example, the repression of political opposition and dissident minorities through 
the use of internal controls such as the KGB and forced labor camps in the 
Gulag Archipelago, where critics and dissident intellectuals are treated as 
criminals. 

Students should examine the condition of human rights in communist 
societies: Why have communist revolutions been followed by purges of 
dissidents, mass arrests of political opponents, murder of “class enemies,” 
suppression of free speech, abolition of private property, and attacks on 
religious groups? Why do many artists and intellectuals defect to non-
communist nations? Why do communist governments spy on their citizens 
and prevent them from emigrating? Why do they jail or harass critics of their 
government? Why is only one party allowed in a communist state? What 
significance does a one-party election have in a communist state? Why are 
independent trade unions not tolerated in a communist state? Why do ordinary 
people risk their lives to flee a communist state? To assess the Soviet Union’s 
pattern of dominating other nations, students should review the overthrow of 
the Czech government, the mass deportations and Russification of the Baltic 
populations, the Hungarian Revolution, the Berlin Wall, the suppression of the 
Solidarity movement in Poland, and the invasion of Afghanistan. Students 
should analyze why communism collapsed and study the governments that 
arose in the former Soviet Union and Eastern Europe. 

The economic record of communism should be assessed: What have been 
the effects of centralized planning? Students should analyze the effects of an 
economic system in which greater effort does not result in greater reward for 
the individual; in which individuals are not allowed to accumulate capital for 
future productivity; in which prices are not allowed to rise in order to reduce 
quantities demanded; and in which consumers have no control over allocation 
policies affecting the tradeoff between consumer goods on one hand and 
military, defense, and police activities on the other. Recent changes in China to 
encourage entrepreneurial activities and modernize its economy should be 
analyzed. 
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Contemporary Issues in the World Today 

This course should conclude with an activity in which students analyze a 
major social issue. This activity might be a research paper in which students 
analyze a problem, marshal historical and social science evidence, provide a 
critique of alternative positions, use available electoral and polling data to make 
a prediction of popular support for positions, and present their own position on 
the issue. A student could prepare this research as if it were a background paper 
for candidates in local, state, or national elections or as if the student were 
developing reasons for choosing among candidates. 

Among the topics that might be addressed are technological issues, such 
as nuclear arms proliferation and arms control; environmental issues, such as 
acid rain, toxic waste disposal, and resource depletion; human rights issues; 
economic issues, such as competition from abroad, either because of cheap 
labor or advanced technology; health issues, such as drug abuse and the spread 
of AIDS; international economic issues, such as the movement to decentralize 
socialist economies; and international political issues stemming from the 
demand for democratic government in nations of Central and South America, 
Africa, and Asia. Students should pay attention to the global context of these 
issues as well as their importance in local, state, or national affairs. 

At the conclusion of this unit, a schoolwide consortium might be planned 
in which students present their papers in open forum and debate or discuss the 
issues from alternative viewpoints. 

Course 
Descriptions 

Grade Twelve 

Standard 12.10. 

Students formulate 

questions about and defend 

their analyses of tensions 

within our constitutional 

democracy and the 

importance of maintaining 

a balance between the 

following concepts: 

majority rule and individual 

rights; liberty and equality; 

state and national authority 

in a federal system; civil 

disobedience and the rule 

of law; freedom of the 

press and the right to a fair 

trial; the relationship of 

religion and government. 

Standard 12.6. 

Students evaluate issues 

regarding campaigns for 

national, state, and local 

elective offices. 

Chronological and 

Spatial Thinking 3. 

Students use a variety of 

maps and documents to 

interpret human 

movement, including 

major patterns of 

domestic and interna

tional migration, changing 

environmental prefer

ences and settlement 

patterns, the frictions 

that develop between 

population groups, and 

the diffusion of ideas, 

technological innova

tions, and goods. 
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Course History–Social Science Standards
Descriptions 

Grade Twelve Grade Twelve 
Content 
Standards Principles of American Democracy 

12.1	 Students explain the fundamental principles and moral values of 
American democracy as expressed in the U.S. Constitution and 
other essential documents of American democracy. 

1. Analyze the influence of ancient Greek, Roman, English, and leading 
European political thinkers such as John Locke, Charles-Louis 
Montesquieu, Niccolò Machiavelli, and William Blackstone on the 
development of American government. 

2. Discuss the character of American democracy and its promise and 
perils as articulated by Alexis de Tocqueville. 

3. Explain how the U.S. Constitution reflects a balance between the 
classical republican concern with promotion of the public good and 
the classical liberal concern with protecting individual rights; and 
discuss how the basic premises of liberal constitutionalism and 
democracy are joined in the Declaration of Independence as “self-
evident truths.” 

4. Explain how the Founding Fathers’ realistic view of human nature led 
directly to the establishment of a constitutional system that limited 
the power of the governors and the governed as articulated in the 
Federalist Papers. 

5. Describe the systems of separated and shared powers, the role of 
organized interests (Federalist Paper Number 10), checks and balances 
(Federalist Paper Number 51), the importance of an independent 
judiciary (Federalist Paper Number 78), enumerated powers, rule of 
law, federalism, and civilian control of the military. 

6. Understand that the Bill of Rights limits the powers of the federal 
government and state governments. 

12.2	 Students evaluate and take and defend positions on the scope and 
limits of rights and obligations as democratic citizens, the relation-
ships among them, and how they are secured. 

1. Discuss the meaning and importance of each of the rights guaranteed 
under the Bill of Rights and how each is secured (e.g., freedom of 
religion, speech, press, assembly, petition, privacy). 

2. Explain how economic rights are secured and their importance to the 
individual and to society (e.g., the right to acquire, use, transfer, and 
dispose of property; right to choose one’s work; right to join or not 
join labor unions; copyright and patent). 
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3. Discuss the individual’s legal obligations to obey the law, serve as a 
juror, and pay taxes. 

4. Understand the obligations of civic-mindedness, including voting, 
being informed on civic issues, volunteering and performing public 
service, and serving in the military or alternative service. 

5. Describe the reciprocity between rights and obligations; that is, why 
enjoyment of one’s rights entails respect for the rights of others. 

6. Explain how one becomes a citizen of the United States, including 
the process of naturalization (e.g., literacy, language, and other 
requirements). 

12.3	 Students evaluate and take and defend positions on what the 
fundamental values and principles of civil society are (i.e., the 
autonomous sphere of voluntary personal, social, and economic 
relations that are not part of government), their interdependence, 
and the meaning and importance of those values and principles 
for a free society. 

1. Explain how civil society provides opportunities for individuals to 
associate for social, cultural, religious, economic, and political 
purposes. 

2. Explain how civil society makes it possible for people, individually or 
in association with others, to bring their influence to bear on govern�
ment in ways other than voting and elections. 

3. Discuss the historical role of religion and religious diversity. 
4. Compare the relationship of government and civil society in constitu�

tional democracies to the relationship of government and civil society 
in authoritarian and totalitarian regimes. 

12.4	 Students analyze the unique roles and responsibilities of the three 
branches of government as established by the U.S. Constitution. 

1. Discuss Article I of the Constitution as it relates to the legislative 
branch, including eligibility for office and lengths of terms of repre�
sentatives and senators; election to office; the roles of the House and 
Senate in impeachment proceedings; the role of the vice president; 
the enumerated legislative powers; and the process by which a bill 
becomes a law. 

2. Explain the process through which the Constitution can be amended. 
3. Identify their current representatives in the legislative branch of the 

national government. 
4. Discuss Article II of the Constitution as it relates to the executive 

branch, including eligibility for office and length of term, election to 
and removal from office, the oath of office, and the enumerated 
executive powers. 

Course 
Descriptions 

Grade Twelve 
Content 

Standards 
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Course 5. Discuss Article III of the Constitution as it relates to judicial power,
Descriptions 

including the length of terms of judges and the jurisdiction of the 

Grade Twelve Supreme Court. 
Content 6. Explain the processes of selection and confirmation of Supreme 
Standards 

Court justices. 

12.5	 Students summarize landmark U.S. Supreme Court interpretations 
of the Constitution and its amendments. 

1. Understand the changing interpretations of the Bill of Rights over 
time, including interpretations of the basic freedoms (religion, speech, 
press, petition, and assembly) articulated in the First Amendment 
and the due process and equal-protection-of-the-law clauses of the 
Fourteenth Amendment. 

2. Analyze judicial activism and judicial restraint and the effects of each 
policy over the decades (e.g., the Warren and Rehnquist courts). 

3. Evaluate the effects of the Court’s interpretations of the Constitution 
in Marbury v. Madison, McCulloch v. Maryland, and United States v. 
Nixon, with emphasis on the arguments espoused by each side in 
these cases. 

4. Explain the controversies that have resulted over changing interpreta�
tions of civil rights, including those in Plessy v. Ferguson, Brown v. 
Board of Education, Miranda v. Arizona, Regents of the University of 
California v. Bakke, Adarand Constructors, Inc. v. Pena, and United 
States v. Virginia (VMI). 

12.6	 Students evaluate issues regarding campaigns for national, state, 
and local elective offices. 

1. Analyze the origin, development, and role of political parties, noting 
those occasional periods in which there was only one major party or 
were more than two major parties. 

2. Discuss the history of the nomination process for presidential candi�
dates and the increasing importance of primaries in general elections. 

3. Evaluate the roles of polls, campaign advertising, and the controver�
sies over campaign funding. 

4. Describe the means that citizens use to participate in the political 
process (e.g., voting, campaigning, lobbying, filing a legal challenge, 
demonstrating, petitioning, picketing, running for political office). 

5. Discuss the features of direct democracy in numerous states (e.g., the 
process of referendums, recall elections). 

6. Analyze trends in voter turnout; the causes and effects of reapportion�
ment and redistricting, with special attention to spatial districting and 
the rights of minorities; and the function of the Electoral College. 
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12.7	 Students analyze and compare the powers and procedures of the 
national, state, tribal, and local governments. 

1. Explain how conflicts between levels of government and branches of 
government are resolved. 

2. Identify the major responsibilities and sources of revenue for state and 
local governments. 

3. Discuss reserved powers and concurrent powers of state governments. 
4. Discuss the Ninth and Tenth Amendments and interpretations of the 

extent of the federal government’s power. 
5. Explain how public policy is formed, including the setting of the 

public agenda and implementation of it through regulations and 
executive orders. 

6. Compare the processes of lawmaking at each of the three levels of 
government, including the role of lobbying and the media. 

7. Identify the organization and jurisdiction of federal, state, and local 
(e.g., California) courts and the interrelationships among them. 

8. Understand the scope of presidential power and decision making 
through examination of case studies such as the Cuban Missile Crisis, 
passage of Great Society legislation, War Powers Act, Gulf War, and 
Bosnia. 

12.8	 Students evaluate and take and defend positions on the influence 
of the media on American political life. 

1. Discuss the meaning and importance of a free and responsible press. 
2. Describe the roles of broadcast, print, and electronic media, including 

the Internet, as means of communication in American politics. 
3. Explain how public officials use the media to communicate with the 

citizenry and to shape public opinion. 

12.9	 Students analyze the origins, characteristics, and development of 
different political systems across time, with emphasis on the quest 
for political democracy, its advances, and its obstacles. 

1. Explain how the different philosophies and structures of feudalism, 
mercantilism, socialism, fascism, communism, monarchies, parlia�
mentary systems, and constitutional liberal democracies influence 
economic policies, social welfare policies, and human rights practices. 

2. Compare the various ways in which power is distributed, shared, 
and limited in systems of shared powers and in parliamentary sys�
tems, including the influence and role of parliamentary leaders 
(e.g., William Gladstone, Margaret Thatcher). 

3. Discuss the advantages and disadvantages of federal, confederal, and 
unitary systems of government. 

Course 
Descriptions 

Grade Twelve 
Content 

Standards 
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Course 4. Describe for at least two countries the consequences of conditions
Descriptions 

that gave rise to tyrannies during certain periods (e.g., Italy, Japan, 

Grade Twelve Haiti, Nigeria, Cambodia). 
Content 5. Identify the forms of illegitimate power that twentieth-century
Standards 

African, Asian, and Latin American dictators used to gain and hold 
office and the conditions and interests that supported them. 

6. Identify the ideologies, causes, stages, and outcomes of major 
Mexican, Central American, and South American revolutions in the 
nineteenth and twentieth centuries. 

7. Describe the ideologies that give rise to Communism, methods of 
maintaining control, and the movements to overthrow such govern�
ments in Czechoslovakia, Hungary, and Poland, including the roles 
of individuals (e.g., Alexander Solzhenitsyn, Pope John Paul II, 
Lech Walesa, Vaclav Havel). 

8. Identify the successes of relatively new democracies in Africa, Asia, 
and Latin America and the ideas, leaders, and general societal condi�
tions that have launched and sustained, or failed to sustain, them. 

12.10 Students formulate questions about and defend their analyses 
of tensions within our constitutional democracy and the importance 
of maintaining a balance between the following concepts: majority 
rule and individual rights; liberty and equality; state and national 
authority in a federal system; civil disobedience and the rule of law; 
freedom of the press and the right to a fair trial; the relationship 
of religion and government. 
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Grade Twelve— 
Economics (One Semester) 

In a one-semester course in economics, students 
should deepen their understanding of the 
economic problems and institutions of the nation 
and world in which they live. They should learn 
to make reasoned decisions on economic issues as 

citizens, workers, consumers, business owners and managers, and members of 
civic groups. In this capstone course students should add to the economic 
understandings they acquired in previous grades and apply tools (such as 
graphs, statistics, and equations) learned in other subject fields to their 
understanding of our economic system. 

This course primarily is a course in social science, enriching students’ 
understanding of the operations and institutions of economic systems, rather 
than a course in household or business management or budgeting. Throughout 
this course, measurement concepts and methods should be introduced; for 
example, tables, charts, graphs, ratios, percentages, and index numbers. Behind 
every graph is an equation or set of equations that specifies a relationship 
among economic variables. Thus, to master the economic method, students 
must use graphs and understand, at the appropriate level, the mathematical 
equations they represent. 

Fundamental Economic Concepts 

The basic economic problem facing all individuals, groups, and nations is 
the problem of scarcity. Scarcity results from the limited natural resources, such 
as water, land, and minerals, that are available to produce the variety of goods 
and services that we need and want. Because of scarcity, choices must be made 
concerning how to utilize limited resources. At the same time, students should 
understand how the market economy spurs innovation and growth, tends 
toward cycles, and distributes income and wealth. In this unit students should 
learn the difference between the final goods and services that any economy 
produces and the productive resources, including human resources, capital 
goods, and natural resources that are used to produce these final goods and 
services. They should learn and then apply a reasoned approach to making 
decisions. 

Economic reasoning relies in part on mastering cost-benefit analysis. 
Through this skill, students will be able to explain actions of individuals in 
product and labor markets. Using cost-benefit analysis, individuals are able to 
weigh alternatives, compare costs and benefits, and make decisions using 
economic reasoning. A consumption decision would compare the benefits and 
costs of buying one product instead of another, or buying on credit, or not 
buying at all. A production decision would compare the benefits and costs of 

Course 
Descriptions 

Grade Twelve 

Historical 

Interpretation 6. 

Students conduct cost-

benefit analyses and apply 

basic economic indicators 

to analyze the aggregate 

economic behavior of the 

U.S. economy. 

Standard 12.1 

Students understand 

common economic terms 

and concepts and 

economic reasoning. 
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Course 
Descriptions 

Grade Twelve 

Standard 12.2 

Students analyze the 

elements of America’s 

market economy in a 

global setting. 

producing one product instead of another, or producing more or less of one 
product, or not producing a product at all. An educational decision would 
compare the benefits and costs of college, technical school, apprenticeship, or 
immediate entrance into the workforce. Through cost-benefit analysis, students 
will be able to understand strengths and weaknesses of decisions made by 
individuals in the market. Economic reasoning helps students to apply analy�
tical economic skills to the decisions they are making and will be making and 
to recognize the constraints and opportunities of the U.S. economy in the 
world economy of the twenty-first century. 

The basic choices that producers in any economic system must make 
involve determining what goods and services to produce, how to produce 
these goods and services, and for whom to produce them. Students should 
be introduced to our largely free market system that uses prices and levels of 
supply and demand in markets to answer these basic questions. Households, 
including individuals, demand the goods and services that give them the most 
satisfaction, given their income and the prices of these goods. Business firms 
try to maximize profits by supplying at the least cost the goods and services 
that households demand. 

Businesses allocate factors of production based on the demand for the 
goods and services they produce. This “derived demand” for factors is a major 
determinant of distribution of income in a market economy. 

Economic efficiency requires that individuals and business firms specialize 
in the performance of particular tasks or the manufacture of particular goods 
and that they exchange their surpluses of goods for the goods they want to 
consume. Money was developed to facilitate this exchange. Thus, specialization, 
exchange, and money are the results of our interdependence, which, in turn, 
results in efficient production of the final goods and services of our economy. 

Comparative Economic Systems 

A market system is characterized by decentralized decision making on the 
part of households and businesses. In this free enterprise system, most of the 
goods and services are produced by the private sector, by firms owned and 
operated for profit. The decisions of individuals influence market prices that 
reflect the preferences of all participants and that act as signals to producers and 
as rationing devices. Thus, to answer the basic economic questions, decision 
makers in the market system rely primarily on the preferences and choices of 
the members of the society. 

Students should learn about alternatives to the market system, such as 
traditional and command economies, and learn how decisions in these 
economies rely on mechanisms other than the choices of the members of these 
societies. Students should learn that no real world economy is a pure form of 
any of these economies. They should understand that decentralized decision 
making in a market is most evident in the economies of the United States, 
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Canada, and Western Europe, whereas elements of a command economy are 
most evident in the former Soviet Union. They should learn that economic 
systems change to reflect changes in values or technology and in the role of 
the market and the government. Students should study the strengths and 
weaknesses of each society and its values regarding the objectives of an 
economic system. 

Microeconomics 

In this unit students should examine the operations of markets. They 
should learn how prices and the quantity demanded and supplied are deter-
mined in the markets for goods and factors of production. They should study 
how prices provide information and incentives and serve to ration limited 
resources. Students should learn about the interaction of the demand schedule 
and the curve which represents it together with the supply schedule and its 
graphic representation in determining prices and output. They also should 
learn what events lead to changes in demand and supply and how these 
changes influence prices. 

Students should learn about alternative forms of business organizations, 
including single proprietorships, partnerships, and corporations, and their 
impact on the economy. They should consider in detail the operations of the 
labor market. Students should analyze the determinants of the levels of employ�
ment and wages in different occupations and the impact of unionization, the 
minimum wage, unemployment insurance, and the effects of international 
mobility of capital and labor. 

Students should focus specifically on the distribution of income in our 
economy, the differing costs of living across the United States, and the deter�
mination of income and cost distribution. Students should be aware of alter-
native measures of this distribution and the methods that federal, state, and 
local governments use to influence income distribution through transfer 
payments and taxes. 

Our market economy is characterized by different market structures, 
including monopolies and oligopolies, and various economic principles, such as 
monopolistic competition and perfect competition. Students should learn how 
less than perfectly competitive markets operate and examine their impact on the 
economy. They should also learn that a pure market economy has disadvantages, 
including its failure to provide goods and services that are consumed jointly or 
that benefit people who do not have to pay for them directly. These goods and 
services include clean air, education, national defense, and roads. Students 
should consider the role of the government in a largely free market economy. 
Students should examine other responsibilities of the government, including 
establishing trade regulations and price controls and influencing the market’s 
equilibrium. The role of the government in agriculture can be introduced as a 
case study of government intervention in a market. 

Course 
Descriptions 

Grade Twelve 

Standard 12.4. 

Students analyze the 

elements of the U.S. labor 

market in a global setting. 

Historical Research,


Evidence, and


Point of View 4.


Students construct and 

test hypotheses; collect, 

evaluate, and employ 

information from multiple 

primary and secondary 

sources; and apply it in 

oral and written 

presentations. 
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Course 
Descriptions 

Grade Twelve 

Standard 12.5. 

Students analyze the 

aggregate economic 

behavior of the U.S. 

economy. 

Chronological and 

Spatial Thinking 2. 

Students analyze how 

change happens at different 

rates at different times; 

understand that some 

aspects can change while 

others remain the same; 

and understand that change 

is complicated and affects 

not only technology and 

politics but also values and 

beliefs. 

Standard 12.3. 

Students analyze the 

influence of the federal 

government on the 

American economy. 

Standard 12.6. 

Students analyze issues of 

international trade and 

explain how the U.S. 

economy affects, and is 

affected by, economic 

forces beyond the United 

States’s borders. 

Macroeconomics 

Macroeconomics is the functioning of our economy as a whole. To 
facilitate their understanding of macroeconomics and deepen their under-
standing of the nature and history of our economy, students should learn about 
the statistics that have been developed to measure the functioning of our 
economy, including measures of national income (such as the gross national 
product) and measures of change in the price level (such as the consumer price 
index and the gross national product deflator). Students should use these 
statistics and measures of employment and unemployment to study the 
business cycle, unemployment, inflation, and economic growth. 

Aggregate demand in our economy is determined by decisions of house-
holds on consumption, of businesses on investment, of purchasers of our goods 
abroad, and of the government. Students should learn about the factors that 
determine each of these components of aggregate demand. Teachers should 
emphasize that fiscal policy involves government spending and taxing actions 
to stabilize the economy. Students should understand how this policy is 
determined and how it operates. They should understand the federal budget 
process. They should be able to discuss the meaning of the government budget 
deficit and the government debt and how these factors influence the economy. 

Monetary policy influences aggregate demand. The course covers the 
creation of money, the role of the Federal Reserve in the creation of money 
and monetary policy, and the role of financial intermediaries in our economy. 
Students should understand the purposes and economic effects of these 
financial institutions. 

Aggregate supply is the total amount of goods and services produced in the 
economy during a given period of time. The upper limit on aggregate supply is 
the productive capacity of our economy. Increasing this capacity requires giving 
up consumption today for future benefits; for example, a student postponing 
working to acquire more education, a business retaining earnings to reinvest 
rather than distributing these earnings as dividends, and government acting to 
raise taxes. 

International Economic Concepts 

In this final unit students should concentrate on the differences between 
intranational and international trade. They should learn about foreign exchange 
and how exchange rates are determined. Students should learn why nations 
trade internationally, and they should understand comparative and absolute 
advantage. They should apply what they learned about specialization and 
exchange in the first unit of the course to the field of international trade. 

The balance of payments and the balance of trade are measures of the per�
formance of countries in the international market. Students should learn about 
the meaning of these measures and what is included in them. Governments 
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influence the pattern of imports and exports by tariffs, quotas, and other trade 
restrictions. Students should learn the reasons for these policies and how such 
policies affect the sectors of the economy that are being protected and the 
nation as a whole. 

Finally, students might review their tenth-grade studies of developing 
nations and consider what factors, conditions, and policies help them to achieve 
sustained economic growth. They should apply to other nations what they have 
learned about supply and growth in our economy. 

Course 
Descriptions 

Grade Twelve 

Chronological and 

Spatial Thinking 3. 

Students use a variety 

of maps and documents 

to interpret human 

movement, including 

major patterns 

of domestic and 

international migration, 

changing environmental 

preferences and 

settlement patterns, the 

frictions that develop 

between population 

groups, and the diffusion 

of ideas, technological 

innovations, and goods. 
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Course History–Social Science Standards
Descriptions 

Grade Twelve Grade Twelve 
Content 
Standards Principles of Economics 

12.1	 Students understand common economic terms and concepts and 
economic reasoning. 

1. Examine the causal relationship between scarcity and the need for 
choices. 

2. Explain opportunity cost and marginal benefit and marginal cost. 
3. Identify the difference between monetary and nonmonetary incen�

tives and how changes in incentives cause changes in behavior. 
4. Evaluate the role of private property as an incentive in conserving 

and improving scarce resources, including renewable and non-
renewable natural resources. 

5. Analyze the role of a market economy in establishing and preserving 
political and personal liberty (e.g., through the works of Adam 
Smith). 

12.2	 Students analyze the elements of America’s market economy in a 
global setting. 

1. Understand the relationship of the concept of incentives to the law 
of supply and the relationship of the concept of incentives and 
substitutes to the law of demand. 

2. Discuss the effects of changes in supply and/or demand on the 
relative scarcity, price, and quantity of particular products. 

3. Explain the roles of property rights, competition, and profit in a 
market economy. 

4. Explain how prices reflect the relative scarcity of goods and services 
and perform the allocative function in a market economy. 

5. Understand the process by which competition among buyers and 
sellers determines a market price. 

6. Describe the effect of price controls on buyers and sellers. 
7. Analyze how domestic and international competition in a market 

economy affects goods and services produced and the quality, 
quantity, and price of those products. 

8. Explain the role of profit as the incentive to entrepreneurs in a 
market economy. 

9. Describe the functions of the financial markets. 
10. Discuss the economic principles that guide the location of agri�

cultural production and industry and the spatial distribution of 
transportation and retail facilities. 
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12.3	 Students analyze the influence of the federal government on the 
American economy. 

1. Understand how the role of government in a market economy often 
includes providing for national defense, addressing environmental 
concerns, defining and enforcing property rights, attempting to make 
markets more competitive, and protecting consumers’ rights. 

2. Identify the factors that may cause the costs of government actions to 
outweigh the benefits. 

3. Describe the aims of government fiscal policies (taxation, borrowing, 
spending) and their influence on production, employment, and price 
levels. 

4. Understand the aims and tools of monetary policy and their influence 
on economic activity (e.g., the Federal Reserve). 

12.4	 Students analyze the elements of the U.S. labor market in a global 
setting. 

1. Understand the operations of the labor market, including the cir�
cumstances surrounding the establishment of principal American 
labor unions, procedures that unions use to gain benefits for their 
members, the effects of unionization, the minimum wage, and 
unemployment insurance. 

2. Describe the current economy and labor market, including the types 
of goods and services produced, the types of skills workers need, the 
effects of rapid technological change, and the impact of international 
competition. 

3. Discuss wage differences among jobs and professions, using the laws 
of demand and supply and the concept of productivity. 

4. Explain the effects of international mobility of capital and labor on 
the U.S. economy. 

12.5	 Students analyze the aggregate economic behavior of the 
U.S. economy. 

1. Distinguish between nominal and real data. 
2. Define, calculate, and explain the significance of an unemployment 

rate, the number of new jobs created monthly, an inflation or 
deflation rate, and a rate of economic growth. 

3. Distinguish between short-term and long-term interest rates and 
explain their relative significance. 

Course 
Descriptions 

Grade Twelve 
Content 

Standards 
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Course 
Descriptions 

Grade Twelve 
Content 
Standards 

12.6	 Students analyze issues of international trade and explain how the 
U.S. economy affects, and is affected by, economic forces beyond 
the United States’s borders. 

1. Identify the gains in consumption and production efficiency from 
trade, with emphasis on the main products and changing geographic 
patterns of twentieth-century trade among countries in the Western 
Hemisphere. 

2. Compare the reasons for and the effects of trade restrictions during 
the Great Depression compared with present-day arguments among 
labor, business, and political leaders over the effects of free trade on 
the economic and social interests of various groups of Americans. 

3. Understand the changing role of international political borders and 
territorial sovereignty in a global economy. 

4. Explain foreign exchange, the manner in which exchange rates are 
determined, and the effects of the dollar’s gaining (or losing) value 
relative to other currencies. 
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Grades Nine Through Twelve 
Historical and Social Sciences Analysis Skills 

The intellectual skills noted below are to be learned through, and applied 
to, the content standards for grades nine through twelve. They are to be 
assessed only in conjunction with the content standards in grades nine through 
twelve. 

In addition to the standards for grades nine through twelve, students 
demonstrate the following intellectual, reasoning, reflection, and research skills. 

Chronological and Spatial Thinking 

1. Students compare the present with the past, evaluating the consequences of 
past events and decisions and determining the lessons that were learned. 

2. Students analyze how change happens at different rates at different times; 
understand that some aspects can change while others remain the same; and 
understand that change is complicated and affects not only technology and 
politics but also values and beliefs. 

3. Students use a variety of maps and documents to interpret human move�
ment, including major patterns of domestic and international migration, 
changing environmental preferences and settlement patterns, the frictions 
that develop between population groups, and the diffusion of ideas, techno-
logical innovations, and goods. 

4. Students relate current events to the physical and human characteristics 
of places and regions. 

Historical Research, Evidence, and Point of View 

1. Students distinguish valid arguments from fallacious arguments in historical 
interpretations. 

2. Students identify bias and prejudice in historical interpretations. 
3. Students evaluate major debates among historians concerning alternative 

interpretations of the past, including an analysis of authors’ use of evidence 
and the distinctions between sound generalizations and misleading over-
simplifications. 

4. Students construct and test hypotheses; collect, evaluate, and employ 
information from multiple primary and secondary sources; and apply it 
in oral and written presentations. 

Historical Interpretation 

1. Students show the connections, causal and otherwise, between particular 
historical events and larger social, economic, and political trends and 
developments. 

2. Students recognize the complexity of historical causes and effects, including 
the limitations on determining cause and effect. 

Course 
Descriptions 

Grades Nine 
Through Twelve 

Historical 
and Social Sciences 

Analysis Skills 
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Course 
Descriptions 

Grades Nine 
Through Twelve 
Historical 
and Social Sciences 
Analysis Skills 

3. Students interpret past events and issues within the context in which an 
event unfolded rather than solely in terms of present-day norms and values. 

4. Students understand the meaning, implication, and impact of historical 
events and recognize that events could have taken other directions. 

5. Students analyze human modifications of landscapes and examine the 
resulting environmental policy issues. 

6. Students conduct cost-benefit analyses and apply basic economic indicators 
to analyze the aggregate economic behavior of the U.S. economy. 
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Criteria for Evaluating 
Instructional 

Materials 
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Criteria 
for Evaluating Criteria for Evaluating
Instructional 
Materials Instructional Materials


T he potential of this framework to 
influence classroom activities 
depends to a large extent on the 

quality of the textbooks and other instructional 
materials selected. Textbooks that are written 
in a laborious or disconnected style will 
undermine the history–social science 
curriculum, but thoughtful, interesting 
accounts will support teachers’ efforts to bring 
the goals of the history–social science program 
to life. The following evaluation standards are 

intended to assist publishers in developing the kind of instructional materials 
that implement the purposes of this framework. These criteria should serve as 
standards for the statewide adoption of instructional materials in kindergarten 
and grades one through eight; they also can be used as guidelines in preparing 
and reviewing instructional materials for grades nine through twelve. In 
addition to the following criteria, publishers should note with care the relevant 
portions of the California Education Code and the requirements of the 1986 
edition of the Standards for Evaluation of Instructional Materials with Respect 
to Social Content. 

Basic Guidelines 

The basic guidelines to be used in considering textbooks and other 
instructional materials are as follows: 

1.	 Textbooks and other instructional materials must reflect the clearly 
stated characteristics, goals, strands, and course descriptions of this 
framework. Print and nonprint materials must present history and 
geography in a holistic manner, integrated with the humanities and 
the social sciences. Time and place are central to each setting. The life 
of a people must be depicted with empathy (as they saw themselves, 
through literature and other contemporary accounts); with perspective 
(as provided by the social sciences); and with persistent attention to the 
ethical beliefs and values that illuminate the life of a civilization and 
that speak in universal terms to our own time. 

2.	 Instructional materials should present history as an exciting and 
fascinating story as do books and films that are prepared for a general 
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audience. The difference between students and a general audience is 
that a general audience is not compelled to read boring material; 
students often are. Materials that students can read (or view or use) 
with interest, enthusiasm, and pleasure are needed. The materials for 
the classroom should compare favorably with the books, magazines, 
software, and educational television programs that are available to 
students outside school. 

3.	 The writing (or other form of presentation) should be vivid and 
dramatic without sacrificing accuracy; it should incorporate human 
interest wherever possible so that students will recognize the universal 
humanity of people in other times and places. The story should focus 
on the men and women whose triumphs and tragedies continue to 
deserve our attention; it should convey a lively sense of people who 
struggled, failed, achieved great things, authored terrible tragedies, 
labored in anonymity, or strode boldly on the stage of history. What-
ever the story to be told—the forming of a new nation, the collapse of 
an ancient civilization, the clash of nations in world war—the story 
should have continuity, narrative coherence, an element of suspense, 
and other qualities of well-written history based on the best and most 
recent scholarship. 

4.	 Superficial skimming of key facts and the mere mention of major 
topics and significant individuals are not acceptable. Once chosen for 
discussion, a topic must be presented in depth, with a beginning, a 
middle, and an end; and it must be presented with careful attention to 
the skillful interweaving of history, geography, the humanities, and the 
perspective of the social sciences. Publishers at all times must think of 
their readers (or viewers) as an audience, whose interest, attention, and 
respect must be earned and held. 

5.	 Materials must be accurate and truthful in describing controversies 
among historians. The past, like the present, was rife with controversy, 
with hotly contested events, with uncertainty and division among 
major actors, with indecision on the part of policymakers, and with 
attacks on the reputation of now-revered figures. The past cannot be 
brought to life if it is presented as a desiccated version of reality 
stripped of the debates, confusion, and discord that divided con-
temporaries. 

6.	 Whether treating past or present, textbooks and other instructional 
materials must portray the experiences of men, women, children, and 
youth as well as of different racial, religious, and ethnic groups. Both in 
United States history and in world history, the interaction of groups 
deserves careful attention. Whether they conflict with one another, 
cooperate, or live in relative isolation, diverse cultural groups must be 
depicted accurately as actors on the historical stage. Materials that 
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ignore the importance of cultural diversity in United States history or 
world history are unacceptable. 

7. Historical controversies must display a variety of perspectives by the 
participants. Colonialism in the nineteenth century, for example, 
should be seen both through the eyes of the rulers and the eyes of the 
ruled, and the accounts of wars should convey the perspectives of both 
the conquerors and the conquered. Differences of opinion should be 
fully aired, for example, when considering the debate over slavery at 
the Constitutional Convention, implementation of the Brown decision, 
and issues of the nuclear age. 

8.	 Writers of history textbooks and other instructional materials must pay 
close attention to ethical issues. The writers should delineate the ethical 
ideas developed by different people in history, either as religious or 
secular belief systems, and they should consider the ethical principles at 
stake in historical events and controversies. Through their study of 
history, students should have many opportunities to consider standards 
of ethical behavior. And publishers and other developers of curriculum 
materials should pay special attention to the treatment of human rights 
as an expression of a society’s ethics. 

9.	 Instructional materials should include primary source materials to 
enable students to get an authentic sense of other times and places. 
These materials might be in the form of excerpts from autobiographies, 
speeches, court decisions, diaries, essays, sacred literature, or other 
documentation. As much as possible, this material should be blended 
with the narrative of the textbook so that it serves as a voice from the 
past, bringing the narrative to life. Extracts from all periods of history 
should be chosen for their historical value and their intrinsic interest. 
Some examples are poems of children in concentration camps during 
the Holocaust, diaries of pioneers who crossed the Great Plains, and 
narratives of slaves. 

10.	 Materials should reflect the significance of civic values and democratic 
institutions. When they deal with United States history, the writers of 
these materials should pay close attention to the evolution of basic 
democratic principles, such as universal suffrage, freedom of the press, 
freedom of religion, freedom of speech, the right to due process, 
universal education, respect for the rights of minorities, and other 
hallmarks of a democratic society. Those instructional materials that 
deal with world history should describe the balance between the power 
of the state and the rights of the citizens and should note the presence 
or absence of those practices that are associated with a democratic 
government. 

11.	 Materials should reflect the importance of education in a democratic 
society. Not only should these materials show the role and history of 
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educational institutions in preparing citizens for life in a democratic 
society, but also they should present models of intellectual accomplish
ment. Students should see numerous examples of men and women 
who used their learning and intelligence to make important contribu
tions to society. Students should understand that great advances in 
science and technology, as well as in democratic thought, were made 
possible by educated minds and that freedom and prosperity depend 
on the intellect and character of a nation’s citizens. Students should 
discover through their instructional materials that in the lives of 
individuals and in the life of society, education is power. 

12.	 Materials should incorporate the use of literature or should refer to 
literature in other sources. Whether in poetry, drama, prose, or fiction, 
people throughout history have used language to express their hopes, 
fears, and dreams. Instructional materials should draw on literature as a 
resource to demonstrate the inner life of people in other times and 
places. 

13.	 Materials that deal with American life and history should include 
patriotic emphases, not of a jingoistic, chauvinistic sort but calculated 
to inspire understanding of and commitment to the best principles in 
the American heritage. For example, there should be examples of 
memorable addresses by historic figures, such as George Washington, 
Patrick Henry, Abraham Lincoln, Frederick Douglass, Susan B. 
Anthony, Franklin D. Roosevelt, Martin Luther King, Jr., and John F. 
Kennedy. There should be excerpts from the Constitution and the Bill 
of Rights; major decisions of the United States Supreme Court; and 
notable poems, songs, and legends that have helped to create a vision 
of the United States as a nation that is committed to equality, justice, 
and freedom for all its citizens. 

14.	 Textbook publishers in particular should be encouraged to adopt 
formats other than a single, heavy hardbound book. Books of several 
hundred pages can be daunting to students; their very weightiness may 
defeat the effort to create engaging, lively materials. Alternative 
formats, such as small hardbound or softcover books or pamphlets, 
each of which presents a rich and complete story, diary excerpts, 
biographies, and so forth, will be viewed with favor. The written 
instructional materials for all the courses in this framework might be 
prepared as sets of books, with individual books for each unit within 
each course. This would allow teachers greater flexibility in determin
ing the emphasis and timing of their course content; it would facilitate 
future revisions by publishers; and it would permit the assembly of 
books that might be tailored to the local requirements of school 
districts in other states. 
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15.	 Teachers’ materials intended for use with instructional materials should 
include examples of creative assignments, suggestions for significant 
questions and emphases based on the content of the lesson, a biblio
graphy of supplementary readings and films, and alternative strategies for 
teaching concepts and skills. These materials should avoid condescension 
or pseudotechnical approaches to the content. Teachers are well-
educated, skilled professionals who need a lively and supportive text. 

The ultimate test of any textbook or instructional material is its power to 
engage the imagination of the reader. No matter how graphically the textbooks 
are illustrated, no matter how many experts are hired to certify their validity, and 
no matter how many claims are made on their behalf as conveyers of skills and 
concepts, the textbooks will fail unless they excite the enthusiasm of the students 
who read them. 

Organization of Materials 

The instructional materials should provide: 
1.	 An organizational structure for textbooks that includes a preface or 

introduction, table of contents, index, glossary, appropriate activities to 
reinforce students’ learning, and primary sources that illustrate the 
content 

2.	 A preface or introduction to the student’s edition of the textbook and 
a description of the organizational structure of the text, including its 
special features, point of view, goals and objectives, conceptual design, 
and distinguishing features that can serve as a helpful orientation for 
students, teachers, and parents 

3. Extended activities for home study 
4.	 Alignment of all elements of the instructional materials, such as the 

student’s textbook, teacher’s manual, and software, into an integrated, 
constructive, and purposeful basal program with thematic coherence 

5.	 A format for printed materials that incorporates research relative to 
features that best promote reading comprehension, learning, and 
retention 

6.	 Activities for each area to be studied that are appropriate for use by 
students with a wide range of abilities 

7.	 End-of-chapter materials that focus on significant concepts within the 
chapter and relate these to the maturity and interests of the students for 
whom the material has been written 

8.	 A variety of maps (including topographic maps) that are up-to-date and 
accurate and that provide clearly understandable legends illustrating the 
five major geographic themes 

9.	 Coordination of all graphics, images, pictures, and source materials with 
the theme or topic under study 
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10.	 A glossary within the student’s textbook that contains significant 
vocabulary words and terms that are highlighted in the narrative 

11.	 Opportunities through interactive experiences, using technology where 
practical, for students to practice decision-making and action-taking 
skills and to reflect on the resulting consequences 

12.	 A variety of ways to extend the learning process beyond the textbooks 
(Technology and telecommunications provide excellent opportunities 
to bring specific content-related information to the learning environ
ment.) 

Teachers’ Manuals and Reference Materials 

The teachers’ manuals and reference materials for the program must 
include: 

1.	 A teaching guide of convenient size and format for use with an over-
view and /or summary for each unit 

2.	 Goals, objectives, and a variety of evaluation components for each unit, 
all closely correlated with the student’s text 

3.	 Instructional opportunities for teaching students of different cultural 
backgrounds 

4.	 Suggestions for individual and group activities, such as cooperative 
learning in which students help each other 

5. Examples of creative assignments 
6.	 Background materials for the use of technology-related tools, with 

recommendations for incorporating a wide variety of technology with 
options for assessing the quality of materials 

7.	 A variety of ways to extend students’ learning beyond the textbook, 
including a bibliography of professional references, resources, and 
supplemental activities 

8.	 Instructional approaches for meeting the needs of less-prepared, gifted, 
limited-English-proficient, or special education students and those 
with different learning styles 

9.	 Suggestions for extending the program by involving parents and 
members of the community 

Assessment and Evaluation 

The assessment and evaluation features of the program must include: 
1.	 Opportunities for assessment of students’ progress not only in knowl

edge but also in basic skills and abilities, including thinking and social 
participation 

2.	 A variety of evaluative techniques, including the teacher’s evaluation of 
the students’ performance, students’ evaluation of personal progress, 
and peer evaluation 
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3.	 Opportunities for students to make oral and written reports in which 
they are encouraged to state a position and support it 

4.	 Assessment and evaluation components for each area evaluated by the 
California Assessment Program: United States history, citizenship, 
government, world history, geography, economics, basic study skills, 
and critical thinking skills 

Instructional Media 

The instructional media for the program must include: 

1.	 Visual nonprint materials such as films, videotapes, filmstrips, charts, 
maps, archival items, or reproductions that are: 

a. Accurate, objective, current, and appropriate 
b. Responsive to the needs and comprehension of pupils at their 

respective grade levels 
c.	 Developed with good teaching principles and with a high interest 

level for students 

2.	 Materials designed for auditory use, such as compact discs and tapes, 
must meet the following criteria: 

a. Be appropriate in content and length for student learners. 
b. Use voices that are clear and appropriate for the role portrayed. 
c.	 Use standard English with speakers selected for appropriateness of 

role presentation. 

3.	 Technology-related materials such as instructional television, computer 
software, and interactive videodisc programs must be integrally related 
to other instructional materials as a basal (text) replacement or as a 
necessary part of an instructional materials system. In addition, 
electronic media must: 

a.	 Meet the standards for exemplary software as presented in Guidelines 
for Educational Software in California Schools.1 

b. In the case of technological tools, such as databases, database 
managers, spreadsheets, and electronic communication packages, be 
available in multiple machine or operating system formats. 

c.	 Exemplify uses of technology that are primary methodological tools 
in the social sciences. 

d. Exemplify the influence that information technologies have had on 
the study and understanding of geography, economics, and the 
other social sciences. 

1Guidelines for Educational Software in California Schools. Sacramento: California Department of 

Education, 1985. Copies may be obtained from the Educational Technology Unit, California Department of 

Education; telephone (916) 445-5065. 
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Appendixes Introduction to the Appendixes 

B oth in the nation and in the world, the end of the twentieth 
century has brought about fundamental and sometimes 
painful reappraisal, as old assumptions are being reexamined 

and new ones are taking shape. 
In the United States, elected officials and editorialists debated the proper 

role of government and the appropriate allocation of responsibility among 
federal, state, and local governments; books such as Philip Howard’s The 
Death of Common Sense* drew attention to the problems of counterproductive 
government regulation. Thoughtful commentators expressed concern about the 
state of civil and civic society in the United States. Two of the most widely 
discussed works of the decade are The Tragedy of American Compassion,* by 
Marvin Olasky, and “Bowling Alone,” an article by Robert D. Putnam that first 
appeared in the Journal of Democracy in January, 1995. (The latter work is 
reprinted in Appendix G of this framework.) These works use Tocqueville’s 
Democracy in America as a benchmark and provide insight into the factors 
contributing to the decline in civic engagement. 

In the international sphere, the end of the Cold War led to the dissolution 
of not only the Soviet Union but also the predictability of a bipolar world. The 
upheavals of the late 1980s and early 1990s were followed by the formation of 
new governments, resurgence of nationalism, outbreaks of political violence, 
and pressure on the United Nations to restrain civil wars. These events indicate 
uncertainty and confusion about the future that should remind teachers and 
students of our generation’s enormous responsibilities and opportunities in that 
future. They should also serve as the basis for understanding the issues that lie 
ahead, issues only dimly perceived today. 

These appendixes are intended to help curriculum developers and teachers 
ensure in local planning that students are prepared for the responsibilities and 
challenges of the future. 

• The papers titled “Nationalism, Free Markets, and Democracy in the 
Contemporary World” and “U.S. History and Geography” are designed 
to update the framework for grades ten and eleven with respect to recent 
events. 

•	 “Religion and the Teaching of History–Social Science” introduces 
statements that are found in Finding Common Ground: A First Amend

*Bibliographical information for these documents appears in Appendix B. 
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ment Guide to Religion and Public Education produced by The Freedom 
Forum First Amendment Center. It provides support to educators 
regarding teaching about religion. 

• “The World History Sequence at Grades Six, Seven, and Ten: Content, 
Breadth/Depth, and Coverage Issues with Some Local Options” dis
cusses several options for teachers of world history to consider when 
planning coverage and articulation of world history across the three 
grade levels. 

• The “Examples of Careers in History–Social Science” paper provides 
insights into careers in the twenty-first century and is intended to assist 
school counselors, teachers, and others in helping students identify the 
full range of possible future careers. 

• “Using Primary Sources in the Study of History,” by Amanda Podany, 
will assist teachers in using primary resources in the classroom to 
enhance students’ learning. 

•	 As noted above, the Putnam article documents the decline in civic 
participation and serves as a serious reminder of the importance of the 
skills and concepts learned through the study of history–social science. 

•	 As an antidote to Putnam’s analysis, “History–Social Science and 
Service-Learning” provides examples of how history–social science 
curriculum is able to foster civic participation. 

Together, the body of the framework and these appendixes lay the 
foundation for development of history–social science curriculum that prepares 
students for the challenges of the twenty-first century. 

Appendixes 
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Nationalism, Free Markets, and Democracy 
in the Contemporary World 

This appendix offers some alternatives to the case studies that appear in the last 

unit of the framework’s course description for grade ten. 

The collapse of the Soviet Union has been followed by what may prove to be a new 
historical era, marked by resurgence of nationalism (sometimes of a virulent type), world 

trading blocs, and new democratic governments on every continent. 

Four case studies involving related pairs of nations will illustrate these 
contemporary phenomena. “Post–Russia and Germany” presents contrasting examples 

of national dissolution and reunification in the wake of communism’s collapse. 

“Ukraine and Yugoslavia” reveals another crucial effect of Soviet communism’s fall, 
namely the resurgence of long-suppressed nationalist movements. “Japan and Mexico” 

points to the growing importance of multinational trading blocs in Asia and North 

America and highlights the relationship between economic change and the end of one-
party rule. Finally, “Argentina and South Africa” provides excellent examples of nations 

that have begun the transition from authoritarianism to democracy. 

This appendix concludes with sections titled “Democracy and Development in 
the Contemporary World,” “The Role of Women in the Contemporary World,” 

“The United Nations in the Contemporary World,” and “The Future of Democracy.” 

In each section several primary sources or readings are recommended, and full 
bibliographical information appears at the end of the appendix. Students are also 

encouraged to access a variety of print materials, nonprint media, and Web sites. 

Post–Soviet Union Russia and Germany 

The changes that have taken place in the former Soviet Union since 1987 are 

nothing short of revolutionary. The centralized command economy collapsed. 

Authoritarian government gave way to a hybrid presidential and parliamentary regime 
that grants Russians unprecedented civil liberties and democratic rights. The Soviet 

empire vanished, giving independence to states that, in some cases, had not known 

autonomy for more than a millennium. And perhaps most important, the fall of 
communism brought an end to the Cold War that held the world hostage to the threat 

of nuclear annihilation for more than 40 years. The danger of nuclear and other forms 

of military conflict, has not, of course, vanished. Students should be aware of the 
problems that remain. 

Students should reflect on the historic significance of the developments described 

above, especially in light of the Russian Revolution of 1917 (studied earlier at this grade 
level). They should analyze the aspects of the Soviet Union’s economy, technological 

progress, political system, and foreign relations that led to the collapse of communism. 

It is crucial, moreover, for them to understand the nationalist aspirations of non-
Russian peoples within Russia itself, and they should consider the opportunities and 

dangers that confront this region. 
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Whereas the fall of communism caused the Soviet Union to dissolve into its 
component parts, that same development enabled Germany to become a single unified 

state for the first time since 1945. When East and West Germans came together to tear 

down the Berlin Wall in 1989, their act symbolized the removal of barriers that had 
divided Europeans into two distinct blocs for nearly half a century. But once Berliners 

finished celebrating the demise of East Germany’s police state, the hard work of 

reunification began. Many East Germans resented being included as poor cousins in the 
larger and far more prosperous West German family. And West German taxpayers 

disliked the astronomical cost of modernizing East Germany’s backward economy, 

cleaning up its environmental pollution, and updating its antiquated infrastructure of 
transport and communications. As students study the process of reunification, they 

should consider the extent to which the institutions of the newly reunified Germany 

have been shaped by the experiences of West Germany. 
The strains of unification and other internal tensions contributed to a xenophobic 

reaction by some Germans against people originally from other countries. Students 

need to understand these and other political, cultural, and economic obstacles facing 
Germans as they complete the reunification of their country. Students should consider 

the meaning of the postreunification attacks against Turks and members of other 

immigrant groups and how they relate to examples of racial and ethnic hatred 
elsewhere. 

As background reading, Mary Fulbrook’s The Divided Nation: A History of 
Germany, 1918–1990 provides information and insight. Amity Shlaes’s Germany: The 
Empire Within is another important resource, and selections from Robert Darnton’s 

Berlin Journal will provide students with an eyewitness account of the collapse of the 

Berlin Wall. For studying Russia (the largest part of the former Soviet Union), the 
following resources are useful: Robert V. Daniels’s Soviet Communism from Reform to 
Collapse and his translation of A Documentary History of Communism from Lenin to 
Gorbachev; Lenin’s Tomb, by David Remnick; and Perestroika: New Thinking for Our 
Country and the World, by Mikhail Gorbachev. 

In the former Soviet Union, and especially in Russia, there continues to be 

nostalgia for the order and security of the old regime; the electoral support for 
communists and former communists, not only in Russia but also throughout Eastern 

Europe, suggests that the transition to democracy and a market economy presents 

continuing challenges. Some commentators fear that frustration with the slow pace of 
change will strengthen efforts to reestablish a failed system. Students should follow the 

transition carefully, paying particular attention to the fragility of democracy and the 

challenges citizens face as they seek to achieve and maintain political rights. These 
considerations could lead into appropriate time for students to compare a market 

economy and a command economy and to consider the relationship between a market 

economy and political democracy. 

Ukraine and Yugoslavia 

The collapse of communism unleashed nationalistic passions that had been 
suppressed since the Russian Revolution in Ukraine and the end of World War II in 

Yugoslavia. These passions have been channeled into relatively peaceful ends in the 

former and extraordinarily destructive ones in the latter. 

Appendixes 
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Appendixes Students should keep in mind that the antecedent of the first Ukrainian state, 
Kyivan Rus, was centered in Kyiv, now the capital of Ukraine and a locus of religion 

and culture since perhaps the eighth century. Kyiv (formerly referred to as Kiev in maps
Appendix A 

and atlases) fell in the thirteenth century to Mongol invaders and later to Lithuania 
and then Poland. To escape harsh Polish rule, Ukrainians allied themselves with 

Moscow in the mid-seventeenth century. Most of Ukraine was incorporated into 

the czarist Russian empire at that time and, except for brief periods, remained under 
Russian domination until the collapse of the Soviet Union in the late 1980s. Under the 

Czar and later under the Soviet regime, Ukrainians fared little better than they had 

under the Poles. Students should explore the brutal legacy of Stalinism, including the 
collectivization campaign of the 1930s. According to some historians, Stalin approved 

a campaign of political murder designed to stamp out Ukrainian culture and imposed 

a famine on the entire region. Because Ukraine and Russia were closely linked for 
centuries, Ukraine’s establishment as an independent state in 1990 has profoundly 

affected both countries. 

Ukraine is by far the largest of the republics to separate from Russia, and it 
encompasses some of the most fertile farmland in Europe. It also possesses rich mineral 

resources. Students should consider the implications of disassociation for citizens of 

both countries; students should also think about the conflict and ultimate resolution 
about control of the atomic weapons deployed by the former Soviet Union on 

Ukrainian territory. Eastern parts of Ukraine have traditionally leaned more toward 

Moscow than western ones; students should analyze the extent to which this historical 
division creates obstacles to the maintenance of a strong independent state. 

The collapse of the Soviet Union enabled Ukrainian nationalists to peacefully 

establish a new political entity. It also freed the USSR’s other satellite countries in 
Eastern Europe to pursue their own independent paths. Poland, Hungary, and 

Czechoslovakia—itself divided into the Czech and Slovak Republics—have made 

largely nonviolent transitions to noncommunist rule. Romania and Bulgaria have 
experienced somewhat more difficulty, while in Yugoslavia the fall of communism 

unleashed a virulent nationalism that has led to political disunion and brutal ethnic 

strife. 
Students should study the reasons for the end of communist rule in Eastern 

Europe and how it has affected and will continue to affect the economic and political 

development of Europe. They should also examine the problem of moving from a state-
owned or state-managed economy to one in which most enterprise belongs to private 

citizens and corporations. In particular, they should consider the problem of 

privatization: Who owns the land? How should state-owned enterprises be transferred 
to private ownership? What is the role of foreign investors? In answering these 

questions, students should analyze the ways that the former communist countries have 

used to meet the challenges of moving from democracy to capitalism. 
Students should also examine why Yugoslavia disintegrated into nationalistic 

conflict. They should do so, in part, by comparing Yugoslavia’s tragic experience with 

Czechoslovakia’s peaceful division into separate Czech and Slovak Republics. 
As they consider Yugoslavia, students should remember that this country— 

translated literally as the land of the South Slavs—has existed only since the end of the 

First World War. As part of the peace settlement that ended that war, the creation of 
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Yugoslavia brought together a variety of different groups—Albanians, Bosnian 
Muslims, Croats, Montenegrans, Serbs, and Slovenes. For centuries, most of these 

peoples had been ruled by the Ottoman Empire, whose Muslim religion the Bosnians, 

in particular, had adopted. A series of Balkan wars fought in the late nineteenth and 
early twentieth centuries resulted in an independent Serbian state and the annexation of 

Bosnia and Herzegovina by Austria-Hungary. With the collapse of both the Ottoman 

and Austro-Hungarian Empires at the end of World War I, Serbia was able to domi
nate the formation of a new Yugoslav state. In doing so, it created religious and ethnic 

animosities that continue to this day. 

Study of contemporary Yugoslavia should focus on why the Slovenes, Croats, and 
Bosnians have established independent states, and why their efforts to do so have 

resulted in wars with Serbia and Serbian forces in Croatia and Bosnia. Students should 

pay particular attention to the process by which nationalist passions have led to ethnic 
cleansing, the effort to expel from a given area all those who do not belong to a partic

ular ethnic group. This process has resulted in death, injury, and exile for hundreds 

of thousands of Balkan people. It has also destroyed what in some parts of the region 
appeared to be successful, functioning multiethnic societies. As they study this troubled 

region, students should consider why the United States and its European allies were 

reluctant to intervene militarily in these conflicts. They should also examine the role 
of the United Nations in these events and compare that role to the UN’s recent 

interventions in Africa and other parts of the world. Appropriate questions for students 

to consider are: What conditions are necessary for a multiethnic or multiracial society 
to function: a common language? a meaningful commitment to e pluribus unum? Why 

does one multiethnic society slip into civil war, while another does not? What kinds of 

bonds hold such a society together? 
Resources for students include Kuzio and Wilson’s Ukraine from Perestroika to 

Independence; Conquest’s Harvest of Sorrow (and a documentary based on it); Subtelny’s 

Ukraine—A History; Sjelten’s Sarajevo Daily: A City and Its Newspaper Under Siege; and 
Glenny’s The Fall of Yugoslavia. 

Japan and Mexico 

The comparison of these two countries begins with a brief overview of Japan’s 

modern history. Students should consider how the leaders of the Meiji Restoration of 

the 1860s responded to the challenge of the West by rapidly transforming their country 
into an industrialized power. They should also evaluate the reasons that Japan was able 

to join the ranks of imperial countries and why it sought, in particular, to dominate 

China. Japan’s aims in World War II need to be considered, as do the nature and 
implications of the United States’ postwar occupation of that country. This discussion 

then leads to a consideration of Japan’s post-1945 economic miracle: emergence from 

the devastation of the war to develop the world’s second-strongest economy. 
In considering Japan’s remarkable economic development, students should analyze 

its evolving relationship with the United States as well as its rise as the leader of a 

potent Asian and Pacific trading bloc that includes South Korea, China, Hong Kong, 
Taiwan, and Singapore. Recently, Japan has experienced some economic difficulties, 

the effects of a high yen abroad and recession at home. It is important to examine the 

reasons for these problems and to consider their relationship to the political changes 
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Appendixes Japan experienced in the early 1990s. After being governed by a single political party 
for most of its postwar history, Japan seems now to be moving toward a more 

Appendix A 
pluralistic system. In addition, Japan’s home market may be increasingly open to 

foreign competition as a result of international trade pacts. 
Like Japan, Mexico appears to be developing a considerably more open and 

pluralistic political order, as well as moving from a state-managed economy toward free 

markets. To understand the importance of current political ferment in Mexico, 
students need to supplement the work they did in Unit 8 with a brief review of 

Mexico’s modern history. They should begin with Mexico’s prolonged period of 

revolution early in the twentieth century and evaluate the process by which the 
Institutional Revolutionary Party (PRI) consolidated power in the 1930s and proceeded 

to rule the country for the next 60 years. Recently, PRI has faced mounting challenges 

both to its political monopoly and economic control. The government has responded 
by allowing more genuine electoral competition and scaling back government 

involvement in the economy. Students should evaluate the implications of these 

developments in terms of Mexico’s political landscape, economic opportunities, and 
relationship both to the United States and Latin America. They should pay particular 

attention to efforts to reform PRI, the economic consequences of Mexico’s partici

pation in the North American Free Trade Agreement, the Indian rebellion in the state 
of Chiapas, and emigration to the United States. 

Recommended readings on Japan and Mexico are Edward Lincoln’s Japan’s New 
Global Role; John Ross’s Rebellion from the Roots: Indian Uprising in Chiapas; Jorge 
Castaneda’s The Mexican Shock: Its Meaning for the United States; and Robert A. Pastor 

and Jorge Castaneda’s Limits to Friendship: The United States and Mexico. 

Argentina and South Africa 

A comparative study of these two countries highlights the process of transforma

tion from authoritarian rule to democratic government. It emphasizes how difficult the 
transition is from a society governed by a narrow elite to one in which control over 

politics, culture, and economic life is broadly decentralized. After a long and violent 

period of military dictatorship, Argentina’s voters elected a democratic government in 
the early 1980s. The transition was far from easy. The new Alfonsin government had 

not only to confront Argentina’s long-standing problems with hyperinflation and 

economic inequality but also to undertake the delicate task of seeking justice for 
victims of the former regime. Students should examine how the civilian government 

approached these problems and compare its experiences with those of neighboring 

Chile, another South American nation that has recently made its own transformation 
from authoritarianism to democracy. Chileans had to endure a harsh military dictator-

ship in the 1970s and 1980s, but in 1989, free elections returned the country to civilian 

and democratic rule. In comparing Argentina and Chile, students should examine the 
relationship of these countries to the world’s major trading blocs and consider the 

extent to which the economic concept of comparative advantage is important to 

understanding their international commerce. 
To place Argentina’s recent democratic achievements in perspective, students 

should study its political history beginning with the strongman Juan Peron’s rise to 

power in the 1940s and proceeding through its alternating series of civilian and military 
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governments. In this context, it is extremely significant that Argentina was able in the 
early 1990s to move peacefully from one democratically elected government to another. 

Although students may have considered South Africa in Unit 8 of the Grade Ten 

course description in the framework, “Nationalism in the Contemporary World,” the 
remarkable changes that have occurred in that country in recent years merit further 

study. Students should supplement their earlier work with an examination of the fall of 

South Africa’s apartheid regime. They should consider the pivotal roles played by the 
Republic’s former president F. W. de Klerk and former African National Congress 

leader Nelson Mandela in preparing the way for the country’s first genuinely 

democratic elections. Thanks to their efforts, South Africa’s black majority won the 
right to vote and elected Mandela to the presidency. In evaluating South Africa’s new 

democracy, students need to consider the ways in which the legacy of apartheid creates 

obstacles to achieving political and economic progress. 
To get a sense of the human toll taken by Argentina’s military dictatorship, 

students should consult Jacobo Timerman, Prisoner Without a Name, Cell Without a 
Number. Nelson Mandela’s “Rivonia Trial Speech to the Court” provides a vivid 
portrait of apartheid and of the future president’s alternative vision for his country.* 

Democracy and Development in the Contemporary World 

Efforts to build democracy in Argentina and South Africa have coincided with a 

flowering of democratic government and democratic movements throughout the world. 
From El Salvador in Latin America to Poland, the Czech Republic, and Hungary in 

Eastern Europe, democracy is on the rise. Even where governments resist political 

change, as in China, democratic movements have seriously shaken the regimes in 
question. To examine this resurgence of democracy, students will find it helpful to 

compare the different political paths these countries have followed. Such an effort will 

help them evaluate the extent to which social, cultural, and economic problems present 
challenges to the persistence of democratic government. 

The Czech Republic is an example of a country that in a short period of time has 

developed democratic institutions and private enterprise. In consideration of this and 
other transitions to democracy, an essential issue for students to ponder is power: 

Who makes decisions? Who has control of the economy, the state, and the culture? 

Concentration of political and economic power is typical of an authoritarian regime; 
dispersion and decentralization of power are common features of a democracy. 

Unlike the Czech Republic, many of the world’s emerging democracies are not 

blessed with strong economies, and their economic fragility may, in the years to come, 
threaten their democratic government and economic development, recognizing that the 

two do not always coincide. Whereas the Czech Republic and Poland have achieved 

prosperity under their democratic governments and free market economic policies, new 
democracies elsewhere in Eastern Europe and in Latin America have not done so well. 

*Teachers of world history at the high school level are also referred to Course Models for the History– 

Social Science Framework, Grade 10—World History, Culture, and Geography: The Modern World (Sacramento: 

California Department of Education, 1995), pages 321–326, for additional case studies that teach the 

concept of nationalism in the contemporary world. The options specified in this framework (pages 89–92) 

are the Soviet Union and China, Israel and Syria, Ghana and South Africa, and Mexico and Brazil. The 

course models will be available online at <http://www.cde.ca.gov/statetests/history/models.html>. 
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Appendixes To gain perspective on the experience of the successful fledgling democracies 
described above, students should compare the recent histories of those democracies 

Appendix A 
with those of three countries of the Pacific Rim, where remarkable economic develop

ment has occurred with an authoritarian government in power. These countries are 
South Korea, Singapore, and the Republic of China (Taiwan). South Korea and 

Singapore were colonies of Japan and England, respectively, until after World War II, 

and Taiwan was an island province of China that separated politically from the 
mainland after the Revolution of 1949. Students should examine the postwar 

decolonization of Korea and Singapore and consider the circumstances under which 

the Chinese Nationalists created a separate state on the island of Taiwan. 
Having achieved independence, the three Asian nations embarked on a course of 

rapid economic development fostered by powerful government regulation and direction 

of the economy. Their economies remained capitalist, but they were guided capitalist 
systems organized by the state. By the 1970s these countries had achieved rates of 

economic growth several times those of the developed West. Such success was due in 

part, perhaps, to restriction of political opposition and independent labor unions by 
their muscular states. 

A fourth Pacific Rim power, Hong Kong, is important to study as well. Ceded 

by the Chinese to England in 1842, Hong Kong was a British crown until England 
returned it to China in 1997. After World War II, the English granted Hong Kong 

almost complete autonomy, and its economy grew at the extraordinary pace set by 

South Korea, Singapore, and Taiwan, though with considerably less state intervention. 
Students should study the agreement between the People’s Republic of China and 

Great Britain that established the conditions of the transfer back to China. 

Students should compare the economies of each of these four Pacific Rim nations 
to that of Japan and consider the advantages and disadvantages of their governments’ 

roles in economic and political life. They should also examine the significance of the 

turn toward free elections in Taiwan and South Korea and consider the relationship in 
those two states between economic prosperity and the democratization of political life. 

Suggested readings on contemporary democracy are Stabilizing Fragile Democracies: 
New Party Systems in Southern and Eastern Europe and From Dictatorship to Democracy: 
Rebuilding Political Consensus in Chile. For reading on the Pacific Rim, students should 

consult Staffan B. Linder’s Pacific Century: Economic and Political Consequences of 
Asian-Pacific Dynamism. For information on Korea, students will benefit from reading 
David Rees’s A Short History of Modern Korea. An excellent study of Singapore is Janet 

W. Salaff’s State and Family in Singapore: Restructuring an Industrial Society. 

The Role of Women in the Contemporary World 

As they study the emergence of new democratic governments, students should 

recognize that women have been prominent in all these developments and that they 
have sought political rights at the same time as men. The new South African 

constitution, for example, explicitly acknowledges women’s equality with men and 

prohibits discrimination on the basis of gender. One measure of the progress of gender 
equality is the number of women who have become heads of state or government since 

the 1960s. These women leaders include Indira Gandhi (India, 1966–84), Benazir 

Bhutto (Pakistan, 1980s and 1990s), Sirimavo Bandaranaike (Sri Lanka, 1960s and 
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1970s), Corazon Aquino (Philippines, 1986–92), Isabel Peron (Argentina, 1974–76), 
Golda Meir (Israel, late 1960s and 1970s), and Margaret Thatcher (Great Britain, 

1980s). In addition, women have been prime ministers or presidents of France, Ireland, 

Lithuania, Nicaragua, Norway, and Turkey. Students should become familiar with the 
careers of these women leaders and analyze the nature of their political accomplishments. 

Although women’s participation in politics is a healthy sign of gender equality, 

women leaders are not necessarily more democratic in practice than their male 
counterparts. In this connection, students should explore the differing political oppor

tunities open to women in presidential and parliamentary systems of government. They 

should also consider why relatively few women have been elected to state or national 
office in the United States. Finally, students should evaluate the extent to which 

democratic movements have improved the position of women and consider the obstacles 

that remain to the achievement of equal opportunities between the sexes. 
An excellent resource for the study of women is Women, the Family, and Freedom: 

The Debate in Documents, an important collection of primary source documents. 

Another useful volume is Women’s Rights in International Documents: A Sourcebook with 
Commentary. Helpful as well are publications by the National Women’s History Project. 

The United Nations in the Contemporary World 

Students should understand the reasons for the establishment of the United Nations 

and its roles in the contemporary world. Students should be aware that the United 

Nations’ charter was signed in San Francisco and the reasons for which nations signed 
the charter. Students should familiarize themselves with the functions of the United 

Nations’ “principal organs,” or main bodies, including the General Assembly, the 

Security Council, and the Secretariat. In addition, students should understand the varied 
functions of the United Nations in promoting respect for human rights and individual 

freedoms, fostering environmental protection and health, maintaining peace and 

security, aiding in conflict resolution, eradicating famine, fighting disease, providing 
disaster relief, helping refugees, and fostering economic improvement. Students should 

be aware of how the Cold War shaped the workings of the United Nations and how the 

post–Cold War era has placed new demands and expectations on the United Nations. 
Students should consider how this international organization faces the challenges 

presented by contemporary nationalism and globalization.* 

The Future of Democracy 

To conclude this course of study, students should think about what makes a society 

democratic and free. Is our society democratic? How important is political participation? 
Should everyone have the right to vote (what about children, prisoners, and so forth)? 

What kind of social contract exists between a state and its governed? What rights of 

citizens must the state respect? What evidence is there of “consent of the governed” 
and “balance of power”? What is the right balance of power between government and 

citizens? Thinking about the spread of democratic governments and freedom throughout 

the world provides an opportunity to reflect on our own democracy and the responsi
bility of citizens to preserve and improve democracy. 
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*The activities of the United Nations can be found at<http://www.un.org/>. 
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Appendixes Throughout these case studies students are reminded that building and sustaining 
a democratic society is hard work that is never finished. Comparing challenges to 

Appendix A	
democratic processes in the United States over the past two centuries to current 

challenges is worthwhile. An excellent collection of primary sources and literary 
selections is The Democracy Reader: Classic and Modern Speeches, Essays, Poems, 
Declarations, and Documents on Freedom and Human Rights Worldwide, edited by 

Diane Ravitch and Abigail Thernstrom. The readings help students understand that 
democracy is not a foregone conclusion; its rights are reversible, and citizens are 

continually responsible for maintaining a democratic society. 

Suggested Resources 

Russia and Germany 

Daniels, Robert V. Soviet Communism from Reform to Collapse. Lexington, Mass.: 

D. C. Heath and Co., 1995. 
Darnton, Robert. Berlin Journal. New York: W. W. Norton, 1993. 

A Documentary History of Communism from Lenin to Gorbachev. Translated by 

Robert V. Daniels. Hanover, N.H.: University Press of New England, 1993. 
Fulbrook, Mary. The Divided Nation: A History of Germany, 1918–1990. New York: 

Oxford University Press, 1992. 

Gorbachev, Mikhail. Perestroika: New Thinking for Our Country and the World. 
San Bernardino, Calif.: Borgo Press, 1991. 

Remnick, David. Lenin’s Tomb: The Last Days of the Soviet Empire. New York: 

Random House, Inc., 1994. 
Shlaes, Amity. Germany: The Empire Within. New York: Farrar, Straus, and Giroux, 

Inc., 1991. 

Ukraine and Yugoslavia 

Conquest, Robert. Harvest of Sorrow: Soviet Collectivization and the Terror—Famine. 
New York: Oxford University Press, 1986. 

Glenny, Misha. The Fall of Yugoslavia: Yugoslavia at War. New York: Viking Penguin, 
1993. 

Kuzio, Taras, and Andrew Wilson. Ukraine from Perestroika to Independence. 
New York: St. Martin’s Press, 1994. 

Sjelten, Tom. Sarajevo Daily: A City and Its Newspaper Under Siege. New York: 

HarperCollins, 1995. 

Subtelny, Orest. Ukraine—A History. Toronto: Toronto University Press, 1993. 

Japan and Mexico 

Castaneda, Jorge. The Mexican Shock: Its Meaning for the United States. New York: 
New Press, 1995. 

Lincoln, Edward. Japan’s New Global Role. Washington, D.C.: Brookings Institution, 

1995. 
Pastor, Robert A., and Jorge Castaneda. Limits to Friendship: The United States and 

Mexico. New York: Random House, Inc., 1989. 

Ross, John. Rebellion at the Roots: Indian Uprising in Chiapas. Monroe, Me.: 
Common Courage Press, 1994. 
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Argentina and South Africa 

Mandela, Nelson. “Rivonia Trial Speech to the Court,” in The Human Record: Sources 
of Global History, Vol. II. Edited by Alfred J. Andrea and James H. Overfield. 
Boston: Houghton Mifflin Co., 1994, p. 505. 

Timerman, Jacobo. Prisoner Without a Name, Cell Without a Number. New York: 

Random House, Inc., 1988. 

Contemporary Democracy 

From Dictatorship to Democracy: Rebuilding Political Consensus in Chile. Edited by 
Joseph S. Tulchin and Augusto Varas. Boulder, Colo.: Lynne Rienner Publications, 

Inc., 1991. 

Linder, Staffan B. Pacific Century: Economic and Political Consequences of Asian-Pacific 
Dynamism. Stanford, Calif.: Stanford University Press, 1986. 

Rees, David. A Short History of Modern Korea. New York: Hippocrene Books, 1988. 

Salaff, Janet W. State and Family in Singapore: Restructuring an Industrial Society. 
Ithaca, N.Y.: Cornell University, 1988. 

Stabilizing Fragile Democracies: New Party Systems in Southern and Eastern Europe. 
Edited by Geoffrey Pridham and Paul Lewis. New York: Routledge, 1995. 

Study of Women 

Women’s Rights in International Documents: A Sourcebook with Commentary. Edited by 
Winston E. Langley. Jefferson, N.C.: McFarland & Co., Inc., 1991. 

Women, the Family, and Freedom: The Debate in Documents, Vol. II, 1880–1950. Edited 

by Karen M. Offen and Susan G. Bell. Stanford, Calif.: Stanford University Press, 
1983. 

Primary Sources 

The Democracy Reader: Classic and Modern Speeches, Essays, Poems, Declarations, and 
Documents on Freedom and Human Rights Worldwide. Edited by Diane Ravitch and 

Abigail Thernstrom. New York: HarperCollins, 1993. 
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U.S. History and Geography 

This appendix augments the last unit in the course description for grade eleven 

with studies to extend the chronology to current times. In this final unit of American 
history studies, teachers should take every opportunity to draw connections between the 

issues of the present and those that students have previously learned about. 

The students should review the major political trends of the recent past, paying 
particular attention to the enduring issue of federalism, that is, how political power is 

exercised by different levels of government. They should discuss the differences between 
the two major parties and differences within the parties on such issues as the role of the 
federal government, taxes, the deficit, and affirmative action. 

In examining contemporary issues, students should draw upon their knowledge 

of American history to consider the influence of third parties on the political process. 
They should also read arguments and debates expressing differing points of view. They 

may also wish to explore a variety of other print and nonprint materials, including 

Web sites. 
In studying federalism, students should analyze efforts at the state and national 

levels to revise laws and programs shaped during the New Deal and the Great Society. 

Students should become familiar with debates in California and other states about the 
financing and control of health care, welfare, education, crime and public safety, and 

other social programs. 

The following multimedia programs, monographs, and books provide helpful 
student resources for studying contemporary issues: 

Bloom, Allan. The Closing of the American Mind. New York: Simon and Schuster 

Trade, 1988. 

Burns, James, and L. Marvin Overby. Cobblestone Leadership: Majority Rule, 
Minority Power. Norman: University of Oklahoma Press, 1990. 

Crime. Edited by James Q. Wilson and Joan Petersilia. San Francisco: 

ICS Press, 1996. Twenty-eight leading experts look at the most pressing 
problem of our time. 

Howard, Philip K. The Death of Common Sense: How Law Is Suffocating America. 
New York: Random House, Inc., 1995. 

Lasch, Christopher. The Revolt of the Elites and the Betrayal of Democracy. 
New York: W. W. Norton & Co., Inc., 1995. 

The New Civil War. ABC News Video Library, 1990. A 50-minute videocassette 
on the national debate over abortion. 

Peterson, Paul. The Price of Federalism. Washington, D.C.: Brookings Institution, 

1995. 
Rauch, Jonathan. Demosclerosis: The Silent Killer of American Government. 

New York: Random House, Inc., 1994. 

Rodriguez, Richard. Hunger of Memory—The Education of Richard Rodriguez: 
An Autobiography. New York: Bantam Books, Inc., 1983. 
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Samuelson, Robert J. The Good Life and Its Discontents: How the American Dream 
Became a Fantasy, 1945–1995. New York: Random House, Inc., 1996. 

Simhealth: A Tool for National Debate. Monterey, Calif.: Thinking Tools, Inc., 1994. 

A software simulation on health care issues. 
Sowell, Thomas. Vision of the Anointed: Self-Congratulation as a Basis for Social Policy. 

New York: Basic Books, 1995. 

Sykes, Charles J. A Nation of Victims: The Decay of the American Character. 
New York: St. Martin’s Press, Inc., 1992. 

Students should discuss and debate the events that led to the end of the Cold War 

and the problems of shaping a post–Cold War foreign policy. They should also explore 
the different uses of American military and economic power in the world today. The 

following resources are appropriate for student research: 

Beschloss, Michael R., and Strobe Talbott. At the Highest Levels: The Inside Story 
of the End of the Cold War. New York: Little, Brown & Co., 1994. 

Nixon, Richard. Seize the Moment: America’s Challenge in a One-Superpower World. 
New York: Simon and Schuster Trade, 1992. 

“Rise and Fall of the Soviet Empire,” in Live from the Past. New York: New York 
Times, 1995. This material is Part Six in the series and consists of four modules, 

the fourth of which, “The Demise of Communism and the Soviet Empire, 1991,” 

is of special interest. It contains reproducible archival sheets of New York Times 
articles, a teaching guide, classroom poster, and video with historical film footage, 

background information, and commentary by New York Times journalists. 

Schweizer, Peter. Victory: The Reagan Administration’s Secret Strategy That Hastened 
the Collapse of the Soviet Union. New York: Grove/Atlantic, Inc., 1996. 

Students should assess important social trends that are changing American society, 

including changes in the family; women’s roles in the workplace; migration; legal and 
illegal immigration patterns; increased violence; and the new uses of modern technology 

at work, at home, and at school. They should also analyze the transformation of the 

economy by international trade and new technologies, including the decline of traditional 
industries, the downsizing of manufacturing, and the growing importance of education in 

the postindustrial world. 

Another focus for this capstone unit is the issue of national identity. Students should 
draw upon their earlier studies of American history to consider competing visions of 

pluralism, assimilation, and separatism in American life. What is the role of race and 

ethnicity in American life? Is affirmative action necessary or is it unfair? Under what 
circumstances does a multiracial, multiethnic society function best? 

The following resources are a sampling from a variety of perspectives: 

Schlesinger, Arthur, Jr. The Disuniting of America. New York: W. W. Norton & Co., 

Inc., 1993. 

Steele, Shelby. The Content of Our Character: A New Vision of Race in America. 
New York: HarperCollins, 1991. 

Steinberg, Stephen. Turning Back: The Retreat from Racial Justice in American 
Thought and Policy. Boston: Beacon Press, 1995. 
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Appendixes Other contemporary topics are covered in the following materials: 

Chiras, Daniel. Beyond the Fray: Reshaping America’s Environmental Movement. 

Appendix B Boulder, Colo.: Johnson Books, 1990. 
Olasky, Marvin. The Tragedy of American Compassion. Wheaton, Ill.: Crossway 

Books, 1995. 

Rifkin, Jeremy. End of Work: The Decline of the Global Labor Force and the Dawn 
of the Post-Market Era. New York: Jeremy P. Tarcher, Inc., 1996. 

Unequal Protection: Environmental Justice and Communities of Color. Edited by 

Robert D. Bullard. San Francisco: Sierra Club Books, 1994. 
Ungar, Sanford. Fresh Blood: The New American Immigrant. New York: Simon and 

Schuster Trade, 1995. 

Oral histories such as the following help to humanize the study of U.S. history by 

providing personal accounts of individuals who took part in major events in this 
century: 

Terkel, Studs. Coming of Age: The Story of Our Century by Those Who’ve Lived It. 
New York: New Press, 1995. 

All teachers should read Putnam’s “Bowling Alone: America’s Declining Social 

Capital” (Journal of Democracy, January 1995), which appears as Appendix G of this 

publication. It documents declining participation in civic and social organizations, 
which Putnam describes as a serious problem for our democracy. This article can lead 

to probing questions for students to ask: Are we in danger of becoming a society of 

consumers and spectators? What are the indicators? The reasons? What can be done? 
Throughout their study of United States history of both the distant and recent 

past, students and teachers alike will find documentary and literary resource materials 

of interest and use. Among those available are the following: 

The American Reader: Words That Moved a Nation. Edited by Diane Ravitch. 

New York: HarperCollins, 1992. 
Charting Democracy in America: Landmarks from History and Political Thought. 

Edited by Alfred Fernbach and Charles J. Bishko. Washington, D.C.: 

American University Press, 1995. A compilation of documents, essays, court 
decisions, and speeches about democracy and its origins, as well as challenges 

to democracy. 
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Appendix C 

Religion and the Teaching 
of History–Social Science 

Few issues have stirred greater controversy in Americans’ attitudes toward public 

education than the role of religion and values in public schools. In California the official 

response to this controversy is expressed in this framework. 
On pages 5-6, this framework “supports the frequent study and discussion 

of the fundamental principles embodied in the United States Constitution and the Bill of 

Rights . . . including the right to freedom of religion.” On page 7, this framework asserts 
the importance of religion in human history: “When studying world history, students 

must become familiar with the basic ideas of the major religions and the ethical tradi

tions of each time and place. Students are expected to learn about the role of religion in 
the founding of this country.” 

This appendix is intended to assist educators as they implement the framework and 

as they respond to community concerns. To this end, “Religious Liberty, Public Educa
tion, and the Future of American Democracy: A Statement of Principles” and “Guide-

lines for Teaching About Religion” are printed below to help educators address issues of 

religious liberty and public education.* 
“Religious Liberty, Public Education, and the Future of American Democracy: A 

Statement of Principles” was released by the Freedom Forum’s First Amendment Center 

in March 1995. Using the civic principles of rights, responsibilities, and respect (three 
Rs) to guide them, members of 20 other national organizations and religious bodies, 

representing different points of view, formulated the statement. In that statement 

Americans are called upon to recognize, affirm, and guarantee every citizen’s right to 
religious freedom and to treat each other with respect and dignity as they seek to live 

together amid their deeply held differences. 

Understanding the role of religion in public schools also requires the discernment 
between the teaching of religion (religious education) and teaching about religion. In 

1988 a broad coalition of 17 religious and educational organizations published 

“Guidelines for Teaching About Religion,” in Religion in the Public School Curriculum: 
Questions and Answers. These guidelines distinguish between instruction about religion 

and religious indoctrination. The guidelines’ significant statements are excellent resources 

for all individuals and groups to use in their work to bring people together, ensure the 
survival of democracy in our nation, and teach about religion in an academic way that is 

constitutionally permissible and educationally sound. The guidelines also demonstrate 

*“Religious Liberty, Public Education, and the Future of American Democracy: A Statement of 

Principles” can be found at <http://www.fac.org/publicat/principles/ambles1.htm>. Both of these documents are 

reprinted in Finding Common Ground: A First Amendment Guide to Religion and Public Education (Third 

edition). Edited by Charles C. Haynes and Oliver Thomas, Legal Editor. Nashville, Tenn.: The Freedom 

Forum First Amendment Center, 1998. Copies are available from The Freedom Forum First Amendment 

Center, 1207 18th Ave., South, Nashville, TN 37212, or by telephone at 800-830-3733 or at their Web site 

at <http://www.freedomforum.org/>. 
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Appendixes how the three Rs can enable persons of differing persuasions to work together peaceably 
for the common good. 

Appendix C 

Religious Liberty, Public Education, 
and the Future of American Democracy: 

A Statement of Principles 

. . . The rights and responsibilities of the Religious Liberty clauses [of the 

First Amendment] provide the civic framework within which we are able to 
debate our differences, to understand one another, and to forge public policies that 

serve the common good in public education. 

Today, many American communities are divided over educational philosophy, 
school reform, and the role of religion and values in our public schools. Conflict and 

debate are vital to democracy. Yet, if controversies about public education are to 

advance the best interests of the nation, then how we debate, and not only what we 
debate, is critical. 

In the spirit of the First Amendment, we propose the following principles as civic 

ground rules for addressing conflicts in public education: 

I.	 Religious Liberty for All 

Religious liberty is an inalienable right of every person. 
As Americans, we all share the responsibility to guard that right for every 

citizen. The Constitution of the United States with its Bill of Rights provides 
a civic framework of rights and responsibilities that enables Americans to work 

together for the common good in public education. 

II. The Meaning of Citizenship 

Citizenship in a diverse society means living with our deepest differences and 
committing ourselves to work for public policies that are in the best interest of all 
individuals, families, communities, and our nation. 
The framers of our Constitution referred to this concept of moral responsi
bility as civic virtue. 

III. Public Schools Belong to All Citizens 

Public schools must model the democratic process and constitutional principles in 
the development of policies and curricula. 
Policy decisions by officials or governing bodies should be made only 

after appropriate involvement of those affected by the decision and with due 

consideration for the rights of those holding dissenting views. 

IV. Religious Liberty and Public Schools 

Public schools may not inculcate nor inhibit religion. They must be places where 
religion and religious conviction are treated with fairness and respect. 
Public schools uphold the First Amendment when they protect the religious 
liberty rights of students of all faiths or none. Schools demonstrate fairness 

when they ensure that the curriculum includes study about religion, where 

appropriate, as an important part of a complete education. 
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V. The Relationship Between Parents and Schools Appendixes 

Parents are recognized as having the primary responsibility for the upbringing of

their children, including education. Appendix C


Parents who send their children to public schools delegate to public school


educators some of the responsibility for their children’s education. In so doing,


parents acknowledge the crucial role of educators without abdicating their

parental duty. Parents may also choose not to send their children to public


schools and have their children educated at home or in private schools.


However, private citizens, including business leaders and others, also have the

right to expect public education to give students tools for living in a productive


democratic society. All citizens must have a shared commitment to offer


students the best possible education. Parents have a special responsibility to

participate in the activity of their children’s schools. Children and schools


benefit greatly when parents and educators work closely together to shape


school policies and practices and to ensure that public education supports the

societal values of their community without undermining family values and


convictions.


VI. Conduct of Public Disputes 

Civil debate, the cornerstone of a true democracy, is vital to the success of any effort 
to improve and reform America’s public schools. 
Personal attacks, name-calling, ridicule, and similar tactics destroy the fabric of 

our society and undermine the educational mission of our schools. Even when 

our differences are deep, all engaged in public disputes should treat one another 
with civility and respect, and should strive to be accurate and fair. Through 

constructive dialogue we have much to learn from one another. 

The Statement of Principles is not an attempt to ignore or minimize differences 

that are important and abiding, but rather a reaffirmation of what we share as American 
citizens across our differences. Democratic citizenship does not require a compromise 

of our deepest convictions. We invite all men and women of good will to join us in 

affirming these principles and putting them into action. The time has come for us to 
work together for academic excellence, fairness, and shared civic values in our nation’s 

schools. 

“A Statement of Principles” is sponsored jointly by the following entities:


American Association of School Administrators


American Center for Law and Justice

American Federation of Teachers


Anti-Defamation League


Association for Supervision and Curriculum Development

Carnegie Foundation for the Advancement of Teaching


Catholic League for Religious and Civil Rights


Central Conference of American Rabbis

Christian Coalition


Christian Educators Association International


Christian Legal Society

Citizens for Excellence in Education
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Appendixes	 Council on Islamic Education 
The Freedom Forum First Amendment Center 
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National Association of Elementary School Principals 

National Association of Evangelicals 
National Association of Secondary School Principals 

National Congress of Parents and Teachers 

National Council of Churches of Christ in the U.S.A. 
National Education Association 

National School Boards Association 

People for the American Way 
Phi Delta Kappa 

Union of American Hebrew Congregations 

Guidelines for Teaching About Religion 

In 1988 a broad coalition of 17 religious and education organizations endorsed 

Religion in the Public School Curriculum: Questions and Answers, which contains 

“Guidelines for Teaching About Religion.” These guidelines distinguish between 
teaching about religion and indoctrinating or advocating religion. 

1. The school’s approach to religion is academic, not devotional. 
2.	 The school may strive for student awareness of religions, but should not press for 

student acceptance of any one religion. 

3.	 The school may sponsor study about religion, but may not sponsor the practice 
of religion. 

4.	 The school may expose students to a diversity of religious views, but may not 

impose any particular view. 
5.	 The school may educate about all religions, but may not promote or denigrate 

any religion. 

6.	 The school may inform students about various beliefs, but should not seek to 
conform students to any particular belief. 

The “Guidelines for Teaching About Religion” are sponsored jointly by the 

following entities: 

American Academy of Religion


American Association of School Administrators


American Federation of Teachers

American Jewish Congress


Americans United (formerly Americans United Research Foundation)


Association for Supervision and Curriculum Development

Baptist Joint Committee on Public Affairs


Christian Legal Society


The Church of Jesus Christ of Latter-day Saints

The Islamic Society of North America


National Association of Evangelicals


National Conference for Community and Justice (formerly National Conference

of Christians and Jews) 

National Council for the Social Studies 

National Council of Churches of Christ in the U.S.A. 
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National Council on Religion and Public Education

National Education Association


National School Boards Association


Legal Basis for Religious Liberty and Teaching 
About Religion 

U.S. Constitution 
First Amendment: Congress shall make no law respecting an establishment of 

religion, or prohibiting the free exercise thereof. . . . 

California Constitution 
Article 1 Declaration of Rights 
Section 4. Free exercise and enjoyment of religion without discrimination or 

preference are guaranteed. This liberty of conscience does not excuse acts that are 

licentious or inconsistent with the peace or safety of the State. The Legislature shall 
make no law respecting an establishment of religion. . . . 

Article 9 Education 

Section 8. No public money shall ever be appropriated for the support of any 

sectarian or denominational school, or any school not under the exclusive control of the 
officers of the public schools; nor shall any sectarian or denominational doctrine be 

taught, or instruction thereon be permitted, directly or indirectly, in any of the 

common schools of this State. 

Education Code 
51500. No teacher shall give instruction nor shall a school district sponsor any 

activity which reflects adversely upon persons because of their race, sex, color, creed, 

handicap, national origin, or ancestry. 

51501. No textbook, or other instructional materials shall be adopted by the state 
board or by any governing board for use in the public schools which contains any 

matter reflecting adversely upon persons because of their race, sex, color, creed, 

handicap, national origin, or ancestry. 
51511. Nothing in this code shall be construed to prevent, or exclude from the 

public schools, references to religion or references to or the use of religious literature, 

art, or music or other things having a religious significance when such references or uses 
do not constitute instruction in religious principles or aid to any religious sect, church, 

creed, or sectarian purpose and when such references or uses are incidental to or 

illustrative of matters properly included in the course of study. 
51513. No test, questionnaire, survey, or examination containing any questions 

about the pupil’s personal beliefs or practices in sex, family life, morality, and religion, 

or any questions about the pupil’s parents’ or guardians’ beliefs and practices in sex, 
family life, morality, and religion, shall be administered to any pupil in kindergarten or 

grades 1 to 12, inclusive, unless the parent or guardian of the pupil is notified in 

writing that this test, questionnaire, survey, or examination is to be administered and 
the parent or guardian of the pupil gives written permission for the pupil to take this 

test, questionnaire, survey, or examination. 
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The World History Sequence

at Grades Six, Seven, and Ten:

Content, Breadth/Depth, and Coverage

Issues with Some Local Options


Teachers and curriculum specialists who reviewed the History–Social Science 
Framework soon after its publication in 1988 applauded the new document for its 
increased emphasis on world history, culture, and geography. The Bradley Commission 

for History in the Schools had recommended three years of history-related study in a 

report published in 1987, and the State Board of Education adopted the framework the 
same year. Thus, California became a leader in the nation in its emphasis on a history-

and geography-centered curriculum. 

The 17 characteristics in the framework identify points of emphasis; the goals and 
strands delineate the literacies to be developed at each grade. The course descriptions 

identify content units that allow for breadth of coverage in world history across grades 

six, seven, and ten and in literature and studies of cultures in the primary grades. Also 
presented in the course descriptions are in-depth studies at each grade level that make 

learning understandable and memorable. The studies are connected to United States 

history units of study in grades five, eight, and eleven and to relevant issues in the world 
today. 

California teachers have responded enthusiastically to the framework’s increased 

attention to world history; however, many have found that combining appropriate 
chronological coverage with in-depth studies of important issues is a difficult challenge. 

Teachers and students appear to enjoy the in-depth studies so much that important 

course content may be never fully covered; this dilemma is a testament to the inherent 
appeal of the subject as well as to the skill of the teachers. 

Field surveys conducted in 1994 revealed gaps in student learning when only in-

depth studies were emphasized. For example, in some sixth grade classrooms students 
never reached the study of ancient Rome because of the extended time they spent on 

the study of Mesopotamia and Egypt earlier in the year. Some seventh graders never 

studied about Europe during the Renaissance, the Reformation, and the Scientific 
Revolution—the Age of Exploration to the Enlightenment. In both cases, the balance 

within the world history curriculum was skewed, particularly in relation to the 

influence of religion and the rise of democratic ideals. When the teaching of 
chronological eras was divided among three grade levels, it was anticipated that there 

would be more time for coverage as well as for in-depth studies. To make such an 

expectation a reality, however, teachers must give serious thought to prioritization of 
topics for in-depth studies and the selection of time-efficient strategies and curriculum 

integration. 

Both in-depth studies and coverage are important. When students do not receive 
the benefit of chronological coverage, their teachers in the subsequent grades feel a 

tremendous imposition on their responsibilities, whether United States history or world 
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history is the subject. This situation emphasizes the need for curriculum specialists and 
history–social science teachers, both within grade levels and across the grades, to plan 

together and articulate the curriculum, resources to be used, and selected areas for 

important in-depth studies. 
In-depth studies are engaging to students, but selectivity is key and reasonableness 

in duration is imperative to ensure that essential units and topics are also covered each 

year. Curriculum specialists and teachers are referred to the Course Models for grades six, 
seven, and ten for teachers’ recommendations regarding appropriate amounts of time to 

spend on each unit and topic. Those publications also suggest some resources for in-

depth studies that extend beyond a single instructional resource. 
Implementation of the 1988 framework was a primary topic of field inquiry in 

1994, when the publication was scheduled for updating. Coverage of the world history 

chronology was a major issue, and the challenge of content coverage for teachers of 
grade seven, in particular, was identified. The following strategies were suggested by 

teachers as local options for the world history sequence. The strategies allow for 

coverage, incorporate the content, and continue to provide for selected in-depth 
studies. Each option is intended to support the distinguishing characteristics of the 

framework, in particular those enumerated in the introduction and indicated below in 

parentheses: 

• The centering in the chronological study of history (1) 
•	 An integrated and correlated approach to the teaching of history–social 

science (2) 

• The importance of history as a story well told (3) 
• The enrichment of the study of history with the use of literature (4) 

• The importance of studying major historical events and periods in depth as 

opposed to superficial skimming of enormous amounts of material (6) 
• A sequential curriculum (7) 

• Three years of world history (9) 

•	 The frequent study and discussion of the principles of democracy and the 
presence or absence of the rights of the individual (12) 

•	 The presentation of controversial issues honestly and accurately within their 

historical or contemporary context (13) 
• The importance of religion in human history (14) 

• The inclusion of critical thinking skills (15) 

• A variety of content-appropriate teaching methods that engage students actively 
in the learning process (16) 

Because of the disparity in the numbers of units addressed at each grade in which 

world history is taught (five units at grade six, eleven units at grade seven, and eight 

units at grade ten), the following options are offered to address the coverage issue at 
grade seven with additional suggestions for the other grade levels affected: 

1.	 Move the unit “Connecting with Past Learnings: The Fall of Rome” to grade six 

to follow “East Meets West: Rome.” Sixth-grade students can then study the rise 

and the fall of the Roman Empire in the same year. 
2.	 In the unit “Civilizations of the Americas,” move the portion of the unit that 

examines the period before A.D. from grade seven to grade six. Students would 
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learn that civilizations were developing in both the eastern and western hemi
spheres during that period. 

3. Move the unit “Early Modern Europe: The Age of Exploration to the 

Enlightenment” from grade seven to grade eight where it can become the 
preface to the study of the political ideas and institutions of the United States. 

The Enlightenment receives further emphasis at grade ten in the unit 

“Connecting with Past Learnings: The Rise of Democratic Ideas.” 
4.	 To compensate for the addition at grade eight, move the grade eight unit “The 

Rise of Industrial America: 1877–1914” (the studies of the Gilded Age, Social 

Darwinism, and Progressives) to grade eleven where it is already suggested in 
Course Models for Grade Ten as a unit for in-depth focus. 

5.	 Among the history–social science elective course offerings at grade nine, include 

a semester of in-depth studies in world history of the kind loved by students at 
grades six and seven that could not be included for all units because of the need 

for chronological coverage. 

6.	 Add a fourth year of world history at grade nine instead of the suggested year of 
electives. This addition would allow for the distribution of the units/historical 

chronology across four grades (six, seven, nine, ten) instead of only three (six, 

seven, ten). With this new distribution, teachers would be able to explore more 
units in depth. 

7.	 As an alternative to the deletion of a year of varied electives at grade nine, 

include the opportunities for varied electives described in the framework 
throughout the high school years. This alternative is suggested as an addition to, 

not a replacement for, any of the required courses: one year of world history, 

cultures, and geography; one year of U.S. history, cultures, and geography; a 
semester of American government and civics; and a semester of economics. In 

high schools where students can take six or seven courses per semester, elective 

options can be further augmented. This possibility is highly desirable for an 
educated citizenry. 

In addition to the options cited above, it is strongly recommended that teachers of 

history and geography work closely with teachers of English–language arts and teachers 
of visual and performing arts to plan core programs or integrated curricula. When 

teachers provide a careful selection of resources and activities that support a thinking, 

meaning-centered approach for each discipline, they help students make meaningful 
connections and learn important concepts in several curricular areas. This interdis

ciplinary approach is a more efficient use of instructional time as well. The previously 

mentioned Course Models give many examples that use this technique. 
In conclusion, teachers who use the cited options must articulate and agree on 

strategies across grades and share their resources. Decisions should not be made 

arbitrarily, but if coverage is not addressed, key eras, events, and issues may be lost. By 
working collaboratively across grade levels, teachers can establish reasonable agreements 

about what is to be covered at each grade. Appropriate teaching strategies can then be 

developed to ensure a balance between engaging in-depth study and sufficient coverage. 
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Examples of Careers in 
History–Social Science 

The knowledge and ways of thinking and problem solving that students learn 

through the study of history–social science in kindergarten through grade twelve provide 
skills for effective citizenship in a democratic society. Those skills also open the door to a 

variety of career possibilities. 

Today’s job market is in rapid transition. The restructuring, downsizing, and 
reconfiguring of businesses and professional services are reshaping the American 

workplace to address a global, interdependent economy. Emerging technologies are 

redefining how we discover, store, and use information. According to Willard Daggett, 
Director of the International Center for Leadership in Education, three of five jobs that 

will be available in the twenty-first century are not yet known. Recent research also 

indicates that workers in the twenty-first century will change occupations at least five to 
seven times throughout their lifetimes. Such changes will require workers to demonstrate 

adaptability, flexibility, and creativity; resiliency in a changing job market will be a 

necessity. 
Today, and in the emerging workplace, why study history–social science? Career 

titles in the Occupational Outlook Handbook, 1994–1995 Edition* fall into five possible 

categories: information specification; educational services (provided by environmental 
and governmental entities, among others); business administration and management; 

teaching; and technology services. The knowledge and skills gained from a rigorous 

history-centered curriculum—integrated with geography, the other social sciences, and 
the humanities—contribute to a wide range of career choices in these categories. The 

following is a limited list of job titles which characterize the expanding field of 

information specialization: 

Admissions officer


Administrative assistant

Assistant editor

Assistant planner

Claims adjudicator

Communications assistant

Computer programmer

Counselor

Corporate historian

Customer service representative

Database network coordinator

Database/records manager

Development associate for research


Economic researcher


Employment interviewer


Library and information specialist

Market researcher

Media specialist

Paralegal

Planner

Policy analyst

Research assistant, public policies

Securities information researcher

Software specialist

System analyst

Teacher

Travel agent


The challenge of helping students identify the full range of employment possibilities 

must be met by school counselors and teachers; persons in business, industry, and public 

*Bureau of Labor Statistics Staff. Washington, D.C.: U.S. Department of Labor, 1994. 
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service; and researchers. The preceding list and the following chart serve as starting 
points. 

The chart reflects a sample of today’s possibilities for careers in history–social 

science or places for employment. Although a linear list does not present inter-
disciplinary connections—knowledge and skills beneficial to full competency in the 

role—the examples do represent a broad range of important and meaningful careers. 

Civics 

Education 
Primary teacher 
Secondary teacher 
Higher education 

instructor 
Adult education 
Corporate training 

programs 
Research 

Government and 
Business 

Elected official 
Staff to elected 

officials or 
governing bodies 

Policy analysis 
Foreign service 
Law 
Records 

management 
Publishing 
Banking 
Communications 

media 
Insurance 
Human services 

worker 
Marketing 
Real estate 
Speech writer 
Columnist 
Court reporter 
Police officer 
Technical writer 
Customer service 

representative 

Economics 

Education 
Primary teacher 
Secondary teacher 
Higher education 

instructor 
Adult education 
Corporate training 

programs 
Research 

Finance 
Financial planning 
Investment services 
Accounting 
Auditing 
Business and 

corporate finance 
Insurance 
Banking 
Securities 
Appraiser 
Credit 

representative, 
analyst, manager 

Benefits analyst 
Business management 
Human services 

worker 
Fashion buyer/ 

designer 
Research 
Communications 

media 
Journalism 
Utilities 
Law 
Labor relations 
Fiscal policy analysis 
Real estate 
Elected official 
Staff to elected 

officials or 
governing bodies 

Geography 

Education 
Primary teacher 
Secondary teacher 
Higher education 

instructor 
Adult education 
Research 
Climate 
Land form 
Marketing 
Minerals 
Soil 
Urban systems 
Vegetation 
Water 

Cartography 
Cartographer 
Cartographic 

draftsperson 
Cartographic 

illustrator 
Map analyst 
Map librarian 
Environment 
Environmental planner 
Soil conservationist 
Soil geographer 
Surveyor 
Park ranger 
Oil companies 
Geographic 

information systems 
(GIS) analyst/ 
technician 

Geologist 
Industrial developer 
Intelligence analyst 
International 

economist 
Librarian 
Meteorologist 
Climatologist 
Oceanographer 
Political analyst 
Urban planner 
Archives and records 

services 
Aerial photo 

interpreter 
Marketing analyst 
Travel consultant 

History 

Education 
Primary teacher 
Secondary teacher 
Higher education 

instructor 
Adult education 
Corporate training 

programs 
Research librarian 

Applied History 
Archives management 
Business and corporate 

history 
Cultural resource 

management 
Foreign service 
Historic preservation 

and restoration 
Historic site 

archaeology 
Library science 
Museum operations 
Historical analysis 
Research 
Genealogical services 
Publishing 
Banking 
Communications media 
Insurance 
Investment services 
Journalism 
Law 
Manufacturing 
Marketing and 

advertising 
Mineral extraction 

industries 
Public relations 
Utilities 
Antiques 
Architecture 
Audiovisual productions 
Engineering 
Environmental sciences 
Finance 
Tourism 
Military 
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Using Primary Sources 
in the Study of History 

Introduction 

Teachers of history at all grade levels have recently begun to encourage their 

students not just to study history but to investigate it, in much the same way that 
professional historians engage in research into the past. Teachers attest that this is one 

of the best ways to make history exciting for their students, and also to increase 

students’ retention and understanding of the material. 
Fundamental to this process are primary sources, which lie as much at the heart of 

history as experiments lie at the heart of science. Students of history should be given 

opportunities to read and analyze primary sources, to wrestle with their meanings, and 
to attempt to interpret them and place them in context. They need to see that observers 

of events in the past often disagreed with one another, and that a single primary source 

from a period provides only part of a picture. They need to become critical, to wonder 
if an account was written by an eyewitness or as hearsay, to look for clues to the 

author’s particular intent in writing a certain way. 

To begin to deal with primary sources, students need to develop an understanding 
of what they are, and how to read them. Primary sources include written documents, 

images, and artifacts from the period being studied; secondary sources, on the other 
hand, are interpretations and syntheses of primary sources, such as textbooks. 

The distinction between a primary source and a secondary source is not always 

clear-cut, and sometimes a single document might be both. Not all documents written 
long ago are primary sources; they may be syntheses based on yet earlier material. For 

example, Edward Gibbons’s Decline and Fall of the Roman Empire, written around the 

time of the American Revolution, is a secondary source for understanding ancient 
history, but a primary source for understanding intellectual movements of the eigh

teenth century. 

Historians tend to begin their research by finding and reading up-to-date 
secondary sources, both books and articles, on their chosen topic. In this way they learn 

what has already been discovered, what the main schools of thought are about their 

topic, and what has yet to be investigated. They decide which arguments are compel-
ling and which seem grounded on weak evidence, and in so doing, they refine their 

research topics and begin to identify the primary sources they will need to consult. 

Most primary sources are unpublished. They are found in archives, or in special 
collections at libraries or historical societies. A historian working from a specific group 

of sources such as these works like a detective, piecing together strands of evidence to 

understand what happened and why it happened. The historian’s conclusions are 
written up as a book or article that is very specific in terms of the time period, region, 

This appendix was written by Amanda Podany, former executive director of the California History– 

Social Science Project and an associate professor of history at California State Polytechnic University, Pomona. 
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and subject matter covered. This type of work is called a monograph. The author of a 
textbook synthesizes the findings from many monographs to create a narrative covering 

a longer period of time. 

Types of Primary Sources 

Documents make up most, but not all, of the primary source materials used by 

historians. These fall into a number of categories. Public documents include such items 
as congressional records, royal inscriptions, peace treaties, censuses, codes of law, and 

diplomatic correspondence. These documents can be found in state archives and help 

to shed light on, for example, politics, the government, and international relations. 
Private documents include personal letters, diaries, and other personal records. Personal 

documents from “average citizens” can tell us a great deal about society, giving us 

insights into matters such as family structure, relations between men and women, 
possibilities for social mobility, and daily life. 

Works of literature can also be seen in some cases as primary sources for the period 

in which they were written, if they are set in the author’s own time and place. The 
characters in a novel may be the author’s own creations, but he or she is likely to have 

cast them in a social, economic, political, religious, and physical environment that was 

true to life. 
One needs to be cautious, however, in using works of literature to illuminate 

historical periods. If the work is modern and purports to describe life long ago, there 

is a good chance that the author has recreated a past that suits the story, rather than 
portraying the past as a historian would see it. Works such as these are clearly not 

primary sources. They may be wonderful stories, but they cannot be analyzed for 

insights into history. 
Religious writings also enrich our understanding about the past. Parts of the Bible 

can be considered to be a primary source for the history of the ancient Israelites, and 

they give us particular insights into the religious views of men and women of that 
civilization. In the same way the Analects of Confucius and the Koran are primary 

sources for understanding Confucianism and Islam. Hymns, myths, and legends tell 

us about the beliefs of the people for whom they were sacred literature. 
Nonwritten sources are also vital for the reconstruction of history. These include 

buildings, objects, and works of art that have remained in use or continued to be 

appreciated since they were made, along with those that have fallen into disuse and 
been rediscovered (sometimes through archaeological excavation). For the history of the 

last century, photographs, films, and videos can all be analyzed as primary sources. All 

aspects of the material environment tell us something about the history of the time that 
produced them. 

Historical Critique of Sources 

Each primary source consulted must be subjected to criticism to assess its value for 

the reconstruction of the history of its period. One needs to ask a number of probing 

questions: Is the document or image authentic? For whom was it written or produced 
and why? Did the author create it as propaganda for a particular cause? Was it written 

by an eyewitness? Has the document been translated, and has the format been changed 
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in translation (from poetry into prose, for example)? Most primary sources reflect their 
author’s particular point of view; this does not make them less valuable. The reader 

simply needs to be aware of the author’s perspective and to avoid taking the source at 

face value. 

Problems of Translation 

Historical documents that were written in English tend to be published in their 
original form. This practice can create problems of interpretation for early documents 

because the language has changed significantly over the centuries. Any type of para-

phrase or attempt to render the document in modern English is an interpretation and 
compromises the authenticity of the document. However, students can often learn to 

develop their own paraphrasing so that they may understand the meaning of text. 

Some primary sources from other cultures have been translated into English so that 
students and other general readers can understand them. The translated document is 

not a carbon copy of the original; it is an interpretation by the translator so that it 

makes sense to an English-speaking audience. 
Poetry is singularly difficult to translate, because the effectiveness of the original 

depends so much on the sounds and rhythms of the language in which it was written. 

Sometimes a translation will also be in a poetic form, but it often contains subtle 
changes in meaning that are required to adapt the forms of English to the original 

poetic structure. On the other hand, it may be translated into prose, with less change 

in meaning but with a complete loss of the poetic structure. 
Finally, translation can be misleading in its style. A classic example is the King 

James Version of the New Testament. This work includes some of the most eloquent 

literature available in English. The Greek original, however, was written in koine, the 
dialect of the streets. A translation that reflected the style of the original would have to 

include colloquialisms that one would never suspect from reading the King James 

Version. 

Conclusion 

Interpreting primary sources can be an excellent way to increase historical 
understanding in the classroom. After gaining a general sense of the historical back-

ground of a particular period or event, students can look at several primary sources, 

both written and visual, from the same time period, to understand the era in greater 
depth. 

Understanding a primary source depends on asking the right questions of the text 

and analyzing it more deeply than simply summarizing the contents. Interpretation first 
involves criticism of the document. Following this initial step, students can ask what 

the document tells us about the time in which it was written. Similar questions can be 

asked about an object or image. In such a process, details that may not initially seem 
informative may yield interesting insights when analyzed. After consulting one source, 

students should look at others to see if the original analyses are confirmed, and, if not, 

what areas may need to be investigated further. 
The type of analysis described above can be done on any primary source, ancient 

or modern. Such an exercise allows students to work as historians; it prevents them 
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from simply relying on the narrative history presented in the textbook. Students begin 
to question their assumptions about the past. They also observe that many possible 

interpretations can be made of a group of documents, and hence of a historical event or 

era; and that no single, final, and true interpretation preempts all others. In working 
with primary sources, students can formulate their own interpretations of the past, 

supported by sound historical evidence. 
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Bowling Alone: America’s Declining 
Social Capital 

Many students of the new democracies that have emerged over the past decade 

and a half have emphasized the importance of a strong and active civil society to the 
consolidation of democracy. Especially with regard to the postcommunist countries, 

scholars and democratic activists alike have lamented the absence or obliteration of 

traditions of independent civic engagement and a widespread tendency toward passive 
reliance on the state. To those concerned with the weakness of civil societies in the 

developing or postcommunist world, the advanced Western democracies and above all 

the United States have typically been taken as models to be emulated. There is striking 
evidence, however, that the vibrancy of American civil society has notably declined over 

the past several decades. 

Ever since the publication of Alexis de Tocqueville’s Democracy in America, the 
United States has played a central role in systematic studies of the links between 

democracy and civil society. Although this is in part because trends in American life 

are often regarded as harbingers of social modernization, it is also because America has 
traditionally been considered unusually “civic” (a reputation that, as we shall later see, 

has not been entirely unjustified). 

When Tocqueville visited the United States in the 1830s, it was the Americans’ 
propensity for civic association that most impressed him as the key to their unprece

dented ability to make democracy work. “Americans of all ages, all stations in life, and 

all types of disposition,” he observed, “are forever forming associations. There are not 
only commercial and industrial associations in which all take part, but others of a 

thousand different types—religious, moral, serious, futile, very general and very limited, 

immensely large and very minute. . . . Nothing, in my view, deserves more attention 
than the intellectual and moral associations in America.”1 

Recently, American social scientists of a neo-Tocquevillean bent have unearthed a 

wide range of empirical evidence that the quality of public life and the performance of 
social institutions (and not only in America) are indeed powerfully influenced by norms 

and networks of civic engagement. Researchers in such fields as education, urban 

poverty, unemployment, the control of crime and drug abuse, and even health have 
discovered that successful outcomes are more likely in civically engaged communities. 

Similarly, research on the varying economic attainments of different ethnic groups in 

the United States has demonstrated the importance of social bonds within each group. 
These results are consistent with research in a wide range of settings that demonstrates 

the vital importance of social networks for job placement and many other economic 

outcomes. 
Meanwhile, a seemingly unrelated body of research on the sociology of economic 

development has also focused attention on the role of social networks. Some of this 

Note: This article was written by Robert Putnam for the Journal of Democracy, Vol. 6, No. 1 

(January 1995), 65–78. Reprinted by permission of the Johns Hopkins University Press. 
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work is situated in the developing countries, and some of it elucidates the peculiarly 
successful “network capitalism” of East Asia.2 Even in less exotic Western economies, 

however, researchers have discovered highly efficient, highly flexible “industrial districts” 

based on networks of collaboration among workers and small entrepreneurs. Far from 
being paleoindustrial anachronisms, these dense interpersonal and interorganizational 

networks undergird ultramodern industries, from the high tech of Silicon Valley to the 

high fashion of Benetton. 
The norms and networks of civic engagement also powerfully affect the perfor

mance of representative government. That, at least, was the central conclusion of my 

own 20-year, quasi-experimental study of subnational governments in different regions 
of Italy.3 Although all these regional governments seemed identical on paper, their levels 

of effectiveness varied dramatically. Systematic inquiry showed that the quality of 

governance was determined by longstanding traditions of civic engagement (or its 
absence). Voter turnout, newspaper readership, membership in choral societies and 

football clubs—these were the hallmarks of a successful region. In fact, historical analysis 

suggested that these networks of organized reciprocity and civic solidarity, far from 
being an epiphenomenon of socioeconomic modernization, were a precondition for it. 

No doubt the mechanisms through which civic engagement and social 

connectedness produce such results—better schools, faster economic development, 
lower crime, and more effective government—are multiple and complex. While these 

briefly recounted findings require further confirmation and perhaps qualification, the 

parallels across hundreds of empirical studies in a dozen disparate disciplines and 
subfields are striking. Social scientists in several fields have recently suggested a common 

framework for understanding these phenomena, a framework that rests on the concept 

of social capital.4 By analogy with notions of physical capital and human capital—tools 
and training that enhance individual productivity—“social capital” refers to features of 

social organization such as networks, norms, and social trust that facilitate coordination 

and cooperation for mutual benefit. 
For a variety of reasons, life is easier in a community blessed with a substantial 

stock of social capital. In the first place, networks of civic engagement foster sturdy 

norms of generalized reciprocity and encourage the emergence of social trust. Such 
networks facilitate coordination and communication, amplify reputations, and thus 

allow dilemmas of collective action to be resolved. When economic and political 

negotiation is embedded in dense networks of social interaction, incentives for 
opportunism are reduced. At the same time, networks of civic engagement embody past 

success at collaboration, which can serve as a cultural template for future collaboration. 

Finally, dense networks of interaction probably broaden the participants’ sense of self, 
developing the “I” into the “we,” or (in the language of rational-choice theorists) 

enhancing the participants’ “taste” for collective benefits. 

I do not intend here to survey (much less contribute to) the development of the 
theory of social capital. Instead, I use the central premise of that rapidly growing body 

of work—that social connections and civic engagement pervasively influence our public 

life, as well as our private prospects—as the starting point for an empirical survey of 
trends in social capital in contemporary America. I concentrate here entirely on the 

American case, although the developments I portray may in some measure characterize 

many contemporary societies. 

Appendixes 

Appendix G 



220 

Appendixes 

Appendix G 

Whatever Happened to Civic Engagement? 

We begin with familiar evidence on changing patterns of political participation, 

not least because it is immediately relevant to issues of democracy in the narrow sense. 
Consider the well-known decline in turnout in national elections over the last three 

decades. From a relative high point in the early 1960s, voter turnout had by 1990 

declined by nearly a quarter, tens of millions of Americans had forsaken their parents’ 
habitual readiness to engage in the simplest act of citizenship. Broadly similar trends also 

characterize participation in state and local elections. 

It is not just the voting booth that has been increasingly deserted by Americans. 
A series of identical questions posed by the Roper Organization to national samples ten 

times each year over the last two decades reveals that since 1973 the number of 

Americans who report that “in the past year” they have “attended a public meeting on 
town or school affairs” has fallen by more than a third (from 22 percent in 1973 to 

13 percent in 1993). Similar (or even greater) relative declines are evident in responses 

to questions about attending a political rally or speech, serving on a committee of some 
local organization, and working for a political party. By almost every measure, 

Americans’ direct engagement in politics and government has fallen steadily and sharply 

over the last generation, despite the fact that average levels of education—the best 
individual-level predictor of political participation—have risen sharply throughout this 

period. Every year over the last decade or two, millions more have withdrawn from the 

affairs of their communities. 
Not coincidentally, Americans have also disengaged psychologically from politics 

and government over this era. The proportion of Americans who reply that they “trust 

the government in Washington” only “some of the time” or “almost never” has risen 
steadily from 30 percent in 1966 to 75 percent in 1992. 

These trends are well known, of course, and taken by themselves would seem 

amenable to a strictly political explanation. Perhaps the long litany of political tragedies 
and scandals since the 1960s (assassinations, Vietnam, Watergate, Irangate, and so on) 

has triggered an understandable disgust for politics and government among Americans, 

and that in turn has motivated their withdrawal. I do not doubt that this common 
interpretation has some merit, but its limitations become plain when we examine trends 

in civic engagement of a wider sort. 

Our survey of organizational membership among Americans can usefully begin 
with a glance at the aggregate results of the General Social Survey, a scientifically 

conducted, national-sample survey that has been repeated 14 times over the last two 

decades. Church-related groups constitute the most common type of organization joined 
by Americans; they are especially popular with women. Other types of organizations 

frequently joined by women include school-service groups (mostly parent-teacher 

associations), sports groups, professional societies, and literary societies. Among men, 
sports clubs, labor unions, professional societies, fraternal groups. veterans’ groups, and 

service clubs are all relatively popular. 

Religious affiliation is by far the most common associational membership among 
Americans. Indeed, by many measures America continues to be (even more than in 

Tocqueville’s time) an astonishingly “churched” society. For example, the United States 

has more houses of worship per capita than any other nation on Earth. Yet religious 
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sentiment in America seems to be becoming somewhat less tied to institutions and more 
self-defined. 

How have these complex crosscurrents played out over the last three or four 

decades in terms of Americans’ engagement with organized religion? The general pattern 
is clear: The 1960s witnessed a significant drop in reported weekly churchgoing—from 

roughly 48 percent in the late 1950s to roughly 41 percent 

in the early 1970s. Since then, it has stagnated or (according to some surveys) declined 
still further. Meanwhile, data from the General Social Survey show a modest decline in 

membership in all “church-related groups” over the last 20 years. It would seem, then, 

that net participation by Americans, both in religious services and in church-related 
groups, has declined modestly (by perhaps a sixth) since the 1960s. 

For many years, labor unions provided one of the most common organizational 

affiliations among American workers. Yet union membership has been falling for nearly 
four decades, with the steepest decline occurring between 1975 and 1985. Since the 

mid-1950s, when union membership peaked, the unionized portion of the nonagri

cultural workforce in America has dropped by more than half, falling from 32.5 percent 
in 1953 to 15.8 percent in 1992. By now, virtually all of the explosive growth in union 

membership that was associated with the New Deal has been erased. The solidarity of 

union halls is now mostly a fading memory of aging men.5 

The Parent-Teacher Association (PTA) has been an especially important form of 

civic engagement in twentieth-century America because parental involvement in the 

educational process represents a particularly productive form of social capital. It is, 
therefore, dismaying to discover that participation in parent-teacher organizations has 

dropped drastically over the last generation, from more than 12 million in 1964 to 

barely 5 million in 1982 before recovering to approximately 7 million now. 
Next, we turn to evidence on membership in (and volunteering for) civic and 

fraternal organizations. These data show some striking patterns. First, membership in 

traditional women’s groups has declined more or less steadily since the mid-1960s. For 
example, membership in the national Federation of Women’s Clubs is down by more 

than half (59 percent) since 1964, while membership in the League of Women Voters 

(LWV) is off 42 percent since 1969.6 

Similar reductions are apparent in the numbers of volunteers for mainline civic 

organizations, such as the Boy Scouts (off by 26 percent since 1970) and the Red Cross 

(off by 61 percent since 1970). But what about the possibility that volunteers have 
simply switched their loyalties to other organizations? Evidence on “regular” (as opposed 

to occasional or “drop-by”) volunteering is available from the Labor Department’s 

Current Population Surveys of 1974 and 1989. These estimates suggest that serious 
volunteering declined by roughly one-sixth over these 15 years, from 24 percent of 

adults in 1974 to 20 percent in 1989. The multitudes of Red Cross aides and Boy Scout 

troop leaders now missing in action have apparently not been offset by equal numbers 
of new recruits elsewhere. 

Fraternal organizations have also witnessed a substantial drop in membership 

during the 1980s and 1990s. Membership is down significantly in such groups as the 
Lions (off 12 percent since 1983), the Elks (off 18 percent since 1979), the Shriners 

(off 27 percent since 1979), the Jaycees (off 44 percent since 1979), and the Masons 

(down 39 percent since 1959). In sum, after expanding steadily throughout most of this 
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century, many major civic organizations have experienced a sudden, substantial, and 
nearly simultaneous decline in membership over the last decade or two. 

The most whimsical yet discomfiting bit of evidence of social disengagement in 

contemporary America that I have discovered is this: more Americans are bowling today 
than ever before, but bowling in organized leagues has plummeted in the last decade 

or so. Between 1980 and 1993 the total number of bowlers in America increased by 

10 percent, while league bowling decreased by 40 percent. (Lest this be thought a 
wholly trivial example, I should note that nearly 80 million Americans went bowling 

at least once during 1993, nearly a third more than voted in the 1994 congressional 

elections and roughly the same number as claim to attend church regularly. Even after 
the 1980s’ plunge in league bowling, nearly 3 percent of American adults regularly 

bowl in leagues.) The rise of solo bowling threatens the livelihood of bowling-lane 

proprietors because those who bowl as members of leagues consume three times as 
much beer and pizza as solo bowlers, and the money in bowling is in the beer and 

pizza, not the balls and shoes. The broader social significance, however, lies in the 

social interaction and even occasionally civic conversations over beer and pizza that 
solo bowlers forgo. Whether or not bowling beats balloting in the eyes of most 

Americans, bowling teams illustrate yet another vanishing form of social capital. 

Countertrends 

At this point, however, we must confront a serious counterargument. Perhaps the 

traditional forms of civic organization whose decay we have been tracing have been 
replaced by vibrant new organizations. For example, national environmental 

organizations (like the Sierra Club) and feminist groups (like the National Organization 

for Women) grew rapidly during the 1970s and 1980s and now count hundreds of 
thousands of dues-paying members. An even more dramatic example is the American 

Association of Retired Persons (AARP), which grew exponentially from 400,000 card-

carrying members in 1960 to 33 million in 1993, becoming (after the Catholic 
Church) the largest private organization in the world. The national administrators of 

these organizations are among the most feared lobbyists in Washington, in large part 

because of their massive mailing lists of presumably loyal members. 
These new mass-membership organizations are plainly of great political impor

tance. From the point of view of social connectedness, however, they are sufficiently 

different from classic “secondary associations” that we need to invent a new label— 
perhaps “tertiary associations.” For the vast majority of their members, the only act of 

membership consists in writing a check for dues or perhaps occasionally reading a 

newsletter. Few ever attend any meetings of such organizations, and most are unlikely 
ever (knowingly) to encounter any other member. The bond between any two members 

of the Sierra Club is less like the bond between any two members of a gardening club 

and more like the bond between any two Red Sox fans (or perhaps any two devoted 
Honda owners): they root for the same team and they share some of the same interests, 

but they are unaware of each other’s existence. Their ties, in short, are to common 

symbols, common leaders, and perhaps common ideals, but not to one another. The 
theory of social capital argues that associational membership should, for example, 

increase social trust, but this prediction is much less straightforward with regard to 

membership in tertiary associations. From the point of view of social connectedness, the 
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Environmental Defense Fund and a bowling league are just not in the same category. 
If the growth of tertiary organizations represents one potential (but probably not 

real) counterexample to my thesis, a second countertrend is represented by the growing 

prominence of nonprofit organizations, especially nonprofit service agencies. This so-
called third sector includes everything from Oxfam and the Metropolitan Museum of 

Art to the Ford Foundation and the Mayo Clinic. In other words, although most 

secondary associations are nonprofits, most nonprofit agencies are not secondary 
associations. To identify trends in the size of the nonprofit sector with trends in social 

connectedness would be another fundamental conceptual mistake.7 

A third potential countertrend is much more relevant to an assessment of social 
capital and civic engagement. Some able researchers have argued that the last few 

decades have witnessed a rapid expansion in “support groups” of various sorts. Robert 

Wuthnow reports that fully 40 percent of all Americans claim to be “currently involved 
in [a] small group that meets regularly and provides support or caring for those who 

participate in it.”8 Many of these groups are religiously affiliated, but many others are 

not. For example, nearly 5 percent of Wuthnow’s national sample claim to participate 
regularly in a “self-help” group, such as Alcoholics Anonymous, and nearly as many say 

they belong to book-discussion groups and hobby clubs. 

The groups described by Wuthnow’s respondents unquestionably represent an 
important form of social capital, and they need to be accounted for in any serious 

reckoning of trends in social connectedness. On the other hand, they do not typically 

play the same role as traditional civic associations. As Wuthnow emphasizes, 

Small groups may not be fostering community as effectively as many of their 

proponents would like. Some small groups merely provide occasions for individuals to 

focus on themselves in the presence of others. The social contract binding members 

together asserts only the weakest of obligations. Come if you have time. Talk if you 

feel like it. Respect everyone’s opinion. Never criticize. Leave quietly if you become 

dissatisfied. . . . We can imagine that {these small groups} really substitute for 

families, neighborhoods, and broader community attachments that may demand 

lifelong commitments, when, in fact, they do not.9 

All three of these potential countertrends—tertiary organizations, nonprofit 
organizations, and support groups—need somehow to be weighed against the erosion 

of conventional civic organizations. One way of doing so is to consult the General 

Social Survey. 
Within all educational categories, total associational membership declined 

significantly between 1967 and 1993. Among the college-educated, the average number 

of group memberships per person fell from 2.8 to 2.0 (a 26-percent decline); among 
high-school graduates, the number fell from 1.8 to 1.2 (32 percent); and among those 

with fewer than 12 years of education, the number fell from 1.4 to 1.1 (25 percent). 

In other words, at all educational (and hence social) levels of American society, and 
counting all sorts of group memberships, the average number of associational 

memberships has fallen by about a fourth over the last quarter-century. Without 

controls for educational levels, the trend is not nearly so clear, but the central point is 
this: more Americans than ever before are in social circumstances that foster 

associational involvement (higher education, middle age, and so on), but nevertheless 

aggregate associational membership appears to be stagnant or declining. 
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Broken down by type of group, the downward trend is most marked for church-
related groups, for labor unions, for fraternal and veterans’ organizations, and for 

school-service groups. Conversely, membership in professional associations has risen 

over these years, although less than might have been predicted, given sharply rising 
educational and occupational levels. Essentially the same trends are evident for both 

men and women in the sample. In short, the available survey evidence confirms our 

earlier conclusion: American social capital in the form of civic associations has 
significantly eroded over the last generation. 

Good Neighborliness and Social Trust 

I noted earlier that most readily available quantitative evidence on trends in social 

connectedness involves formal settings, such as the voting booth, the union hall, or the 

PTA. One glaring exception is so widely discussed as to require little comment here: the 
most fundamental form of social capital is the family, and the massive evidence of the 

loosening of bonds within the family (both extended and nuclear) is well known. This 

trend, of course, is quite consistent with—and may help to explain—our theme of 
social decapitalization. 

A second aspect of informal social capital on which we happen to have reasonably 

reliable time-series data involves neighborliness. In each General Social Survey since 
1974 respondents have been asked, “How often do you spend a social evening with a 

neighbor?” The proportion of Americans who socialize with their neighbors more than 

once a year has slowly but steadily declined over the last two decades, from 72 percent 
in 1974 to 61 percent in 1993. (On the other hand, socializing with “friends who do 

not live in your neighborhood” appears to be on the increase, a trend that may reflect 

the growth of workplace-based social connections.) 
Americans are also less trusting. The proportion of Americans saying that most 

people can be trusted fell by more than a third between 1960, when 58 percent chose 

that alternative, and 1993, when only 37 percent did. The same trend is apparent in all 
educational groups; indeed, because social trust is also correlated with education and 

because educational levels have risen sharply, the overall decrease in social trust is even 

more apparent if we control for education. 
Our discussion of trends in social connectedness and civic engagement has tacitly 

assumed that all the forms of social capital that we have discussed are themselves 

coherently correlated across individuals. This is in fact true. Members of associations 
are much more likely than nonmembers to participate in politics, to spend time with 

neighbors, to express social trust, and so on. 

The close correlation between social trust and associational membership is true not 
only across time and across individuals, but also across countries. Evidence from the 

1991 World Values Survey demonstrates the following:10 

1.	 Across the 35 countries in this survey, social trust and civic engagement are 

strongly correlated; the greater the density of associational membership in a 
society, the more trusting its citizens. Trust and engagement are two facets of 

the same underlying factor—social capital. 

2.	 America still ranks relatively high by cross-national standards on both these 
dimensions of social capital. Even in the 1990s, after several decades’ erosion, 
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Americans are more trusting and more engaged than people in most other 
countries of the world. 

3. The trends of the past quarter-century, however, have apparently moved the 

United States significantly lower in the international rankings of social capital. 
The recent deterioration in American social capital has been sufficiently great 

that (if no other country changed its position in the meantime) another quarter-

century of change at the same rate would bring the United States, roughly 
speaking, to the midpoint among all these countries, roughly equivalent to 

South Korea, Belgium, or Estonia today. Two generations’ decline at the same 

rate would leave the United States at the level of today’s Chile, Portugal, and 
Slovenia. 

Why Is U.S. Social Capital Eroding? 

As we have seen, something has happened in America in the last two decades to 
diminish civic engagement and social connectedness. What could that “something” be? 

Here are several possible explanations, along with some initial evidence on each. 

The movement of women into the labor force. Over these same two or three 
decades, many millions of American women have moved out of the home into paid 

employment. This is the primary, though not the sole, reason why the weekly working 

hours of the average American have increased significantly during these years. It seems 
highly plausible that this social revolution should have reduced the time and energy 

available for building social capital. For certain organizations, such as the PTA, the 

League of Women Voters, the Federation of Women’s Clubs, and the Red Cross, this is 
almost certainly an important part of the story. The sharpest decline in women’s civic 

participation seems to have come in the 1970s; membership in such “women’s” 

organizations as these has been virtually halved since the late 1960s. By contrast, most 
of the decline in participation in men’s organizations occurred about ten years later; the 

total decline to date has been approximately 25 percent for the typical organization. On 

the other hand, the survey data imply that the aggregate declines for men are virtually 
as great as those for women. It is logically possible, of course, that the male declines 

might represent the knock-on effect of women’s liberation, as dishwashing crowded out 

the lodge, but time-budget studies suggest that most husbands of working wives have 
assumed only a minor part of the housework. In short, something besides the women’s 

revolution seems to lie behind the erosion of social capital. 

Mobility: The “re-potting” hypothesis. Numerous studies of organizational 
involvement have shown that residential stability and such related phenomena as 

homeownership are clearly associated with greater civic engagement. Mobility, like 

frequent re-potting of plants, tends to disrupt root systems, and it takes time for an 
uprooted individual to put down new roots. It seems plausible that the automobile, 

suburbanization, and the movement to the Sun Belt have reduced the social rooted

ness of the average American, but one fundamental difficulty with this hypothesis is 
apparent: the best evidence shows that residential stability and homeownership in 

America have risen modestly since 1965, and are surely higher now than during the 

1950s, when civic engagement and social connectedness by our measures was definitely 
higher. 

Appendixes 

Appendix G 



226 

Appendixes 

Appendix G 

Other demographic transformations. A range of additional changes have trans-
formed the American family since the 1960s—fewer marriages, more divorces, fewer 

children, lower real wages, and so on. Each of these changes might account for some of 

the slackening of civic engagement, since married, middle-class parents are generally 
more socially involved than other people. Moreover, the changes in scale that have 

swept over the American economy in these years—illustrated by the replacement of the 

corner grocery by the supermarket and now perhaps of the supermarket by electronic 
shopping at home, or the replacement of community-based enterprises by outposts of 

distant multinational firms—may perhaps have undermined the material and even 

physical basis for civic engagement. 
The technological transformation of leisure. There is reason to believe that deep-

seated technological trends are radically “privatizing” or “individualizing” our use of 

leisure time and thus disrupting many opportunities for social-capital formation. The 
most obvious and probably the most powerful instrument of this revolution is 

television. Time-budget studies in the 1960s showed that the growth in time spent 

watching television dwarfed all other changes in the way Americans passed their days 
and nights. Television has made our communities (or, rather, what we experience as 

our communities) wider and shallower. In the language of economics, electronic 

technology enables individual tastes to be satisfied more fully, but at the cost of the 
positive social externalities associated with more primitive forms of entertainment. The 

same logic applies to the replacement of vaudeville by the movies and now of movies by 

the VCR. The new “virtual reality” helmets that we will soon don to be entertained in 
total isolation are merely the latest extension of this trend. Is technology thus driving a 

wedge between our individual interests and our collective interests? It is a question that 

seems worth exploring more systematically. 

What Is to Be Done? 

The last refuge of a social-scientific scoundrel is to call for more research. 
Nevertheless, I cannot forbear from suggesting some further lines of inquiry. 

• We must sort out the dimension of social capital, which clearly is not a 

unidimensional concept, despite language (even in this essay) that implies the 

contrary. What types of organizations and networks most effectively embody— 
or generate—social capital, in the sense of mutual reciprocity, the resolution of 

dilemmas of collective action, and the broadening of social identities? In this 

essay I have emphasized the density of associational life. In earlier work I 
stressed the structure of networks, arguing that “horizontal” ties represented 

more productive social capital than vertical ties.11 

• Another set of important issues involves macrosociological crosscurrents that 
might intersect with the trends described here. What will be the impact, for 

example, of electronic networks on social capital? My hunch is that meeting in 

an electronic forum is not the equivalent of meeting in a bowling alley—or even 
in a saloon—but hard empirical research is needed. What about the develop

ment of social capital in the workplace? Is it growing in counterpoint to decline 

of civic engagement, reflecting some social analogue of the first law of 
thermodynamics—social capital is neither created nor destroyed, merely 
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redistributed? Or do the trends described in this essay represent a deadweight 
loss? 

• A rounded assessment of changes in American social capital over the last 

quarter-century needs to count the costs as well as the benefits of community 
engagement. We must not romanticize small-town, middle-class civic life in the 

America of the 1950s. In addition to the deleterious trends emphasized in this 

essay, recent decades have witnessed a substantial decline in intolerance and 
probably also in overt discrimination, and those beneficent trends may be 

related in complex ways to the erosion of traditional social capital. Moreover, 

a balanced accounting of the social-capital books would need to reconcile the 
insights of this approach with the undoubted insights offered by Mancur Olson 

and others who stress that closely knit social, economic, and political 

organizations are prone to inefficient cartelization and to what political 
economists term “rent seeking” and ordinary men and women call corruption.12 

•	 Finally, and perhaps most urgently, we need to explore creatively how public 

policy impinges on (or might impinge on) social-capital formation. In some 
well-known instances, public policy has destroyed highly effective social 

networks and norms. American slum-clearance policy of the 1950s and 1960s, 

for example, renovated physical capital, but at a very high cost to existing social 
capital. The consolidation of country post offices and small school districts has 

promised administrative and financial efficiencies, but full-cost accounting for 

the effects of these policies on social capital might produce a more negative 
verdict. On the other hand, such past initiatives as the county agricultural-agent 

system, community colleges, and tax deductions for charitable contributions 

illustrate that government can encourage social-capital formation. Even a recent 
proposal in San Luis Obispo, California, to require that all new houses have 

front porches illustrates the power of government to influence where and how 

networks are formed. 
The concept of “civil society” has played a central role in the recent global debate 

about the preconditions for democracy and democratization. In the newer democracies 

this phrase has properly focused attention on the need to foster a vibrant civic life in 
soils traditionally inhospitable to self-government. In the established democracies, 

ironically growing numbers of citizens are questioning the effectiveness of their public 

institutions at the very moment when liberal democracy has swept the battlefield, both 
ideologically and geopolitically. In America, at least, there is reason to suspect that this 

democratic disarray may be linked to a broad and continuing erosion of civic 

engagement that began a quarter-century ago. High on our scholarly agenda should be 
the question of whether a comparable erosion of social capital may be under way in 

other advanced democracies, perhaps in different institutional and behavioral guises. 

High on America’s agenda should be the question of how to reverse these adverse trends 
in social connectedness, thus restoring civic engagement and civic trust. 

Note: Robert D. Putnam is Dillon Professor of International Affairs and director of the Center for 

International Affairs at Harvard University. His most recent books are Double-Edged Diplomacy: International 

Bargaining and Domestic Politics (1993) and Making Democracy Work: Civic Traditions in Modern Italy 

(1993). He is now completing a study of the revitalization of American democracy. 
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confront the fact that the steepest decline began more than six years before the Reagan 
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40-percent decline in reported union membership between 1975 and 1991. 
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tripled membership between 1945 and 1969, and then the post-1969 decline, which has 

already erased virtually all the postwar gains and continues still. This same historical pattern 

applies to those men’s fraternal organizations for which comparable data are available—steady 

increases for the first seven decades of the century, interrupted only by the Great Depression, 

followed by a collapse in the 1970s and 1980s that has already wiped out most of the postwar 

expansion and continues apace. 
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Nonprofit Relations,” in Walter W. Powell, ed., The Nonprofit Sector: A Research Handbook 
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(New Haven: Yale University Press, 1987), 99–117. Salamon’s empirical evidence does not 

sustain his broad claims about a global “associational revolution” comparable in significance to 

the rise of the nation-state several centuries ago. 
8Robert Wuthnow, Sharing the Journey: Support Groups and America’s New Quest for Community 

(New York: The Free Press, 1994), 45. 
9Ibid., 3–6. 
10I am grateful to Ronald Inglehart, who directs this unique cross-national project, for sharing 

these highly useful data with me. See his “The Impact of Culture on Economic Development: 

Theory, Hypotheses, and Some Empirical Test” (unpublished manuscript, University of 

Michigan, 1994). 
11See my Making Democracy Work, esp. ch. 6. 
12See Mancur Olson, The Rise and Decline of Nations: Economic Growth, Stagflation, and Social 

Rigidities (New Haven, Conn.: Yale University Press, 1982), 2. 
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Appendixes Appendix H 

History–Social Science 
and Service-Learning 

History–social science presents many opportunities for students, teachers, and 

community partners to use the instructional method known as service-learning. Service-
learning is a teaching and learning strategy whereby students learn the content standards 

through thoughtfully organized service to the community, the service providing the 

context for learning. The history–social science curriculum and standards call for 
students to engage in activities in which they use their knowledge to help define their 

present and future roles as active citizens, and one of the best ways of achieving such 

student engagement is through service-learning activities. 
The History–Social Science Framework supports service-learning, stating, “This 

framework provides opportunities for students’ participation in school and community 

service programs and activities.” Service-learning has demonstrated effectiveness in 
improving student achievement. For example, the 1998 NAEP Civic Report Card for 

the Nation reports: “Twelfth-grade students who did volunteer work, whether through 

their school or on their own, had significantly higher civics assessment scale scores than 
students who did not participate in volunteer work.” Furthermore, the richness of 

history, geography, economics, and civics provides the foundational knowledge and 

skills for community participation and civic engagement. Students who experience civic 
responsibility become responsible citizens. 

Service-learning in California takes many forms. Project Citizen provides students 

in grade nine the opportunity to apply their analytical skills to a local need and present 
possible solutions. The project holds a statewide competition with the winner advancing 

to the competition’s national level. Important to Project Citizen is not only students’ 

spirit of civic engagement but also the demonstration of their research, analytical, and 
writing skills. Students must conduct an extensive investigation of an issue and examine 

it from multiple perspectives before providing possible solutions. Only with knowledge 

and skills acquired in the earlier grades are ninth-graders able to complete their projects 
successfully. In 1998 California students were able to demonstrate their academic 

prowess and their deep concern for their community, going on to win the national 

competition for Project Citizen. 
An educational partnership between the Tehama County Museum and the Los 

Molinos Unified School District that began in 1996 provides a prime example of how 

students in service-learning programs can apply their understanding of the history–social 
science content and practical skills in their own community and gain a working and 

usable knowledge of the history–social science standards. Through this partnership high 

school students in the district’s U.S. history class serve as weekend junior docents for the 
museum. Under the guidance of local historians, the student docents present their 

interpretations of local history based on oral histories as well as primary sources. Not 

only does a student’s knowledge of the local history increase, but also the student’s 
understanding of how national trends intersect with local changes. Key to a student’s 
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increasing knowledge and extending of service is the experience of working with other 
members of the community. Because much of the local history has been handed down 

orally rather than written, students must conduct interviews and receive guidance in the 

use of their community’s primary historical sources. As one student explained, “The 
person’s personal history or knowledge of the subject will live on through the person 

that was interviewing.” The students further extend their service-learning by writing 

books on local history for third- and fourth-grade students. The museum, in turn, 
benefits from the students’ displays and the youthful energy they bring to the museum. 

This example of service-learning demonstrates that students can indeed advance their 

knowledge and apply their skills to community service to the benefit of everyone 
involved. 

City Works provides another example of combining the history–social science 

standards with service-learning. This program is designed for use as a component of 
California’s grade-twelve U.S. government course. By addressing community problems 

through service-learning projects, teachers participating in this program help students 

understand the link between local, state, and national governments. The standards-
based City Works program provides a structure for the development of research skills, 

including the assignment of a research paper, thus enriching and supporting the 

government curriculum in grade twelve. 
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Publications Available from the Department of Education 

This publication is one of over 600 that are available from the California Department of 
Education. Some of the more recent publications or those most widely used are the following: 

Item no. Title (Date of publication) Price 

1537 Arts Education Program Toolkit: A Visual and Performing Arts Program Assessment 
Process (2001) .............................................................................................................. $13.25 

1372 Arts Work: A Call for Arts Education for All California Students: The Report of the 
Superintendent’s Task Force on the Visual and Performing Arts (1997) ........................ 11.25 

1467 Aviation Education and Technology Resources for Teachers (2000) .................................... 15.00 
1530 California Private School Directory, 2000-01 (2001) ........................................................... 17.50 
1529 California Public School Directory, 2001 ............................................................................. 19.50 
1509 Elementary Makes the Grade! (2000) ................................................................................... 10.25 
1389 English–Language Arts Content Standards for California Public Schools, 

Kindergarten Through Grade Twelve (1998) ................................................................... 9.25 
1475 First Class: A Guide for Early Primary Education (1999) ..................................................... 12.50 
1488 History–Social Science Content Standards for California Public Schools, 

Kindergarten Through Grade Twelve (2000) ................................................................... 9.00 
1531 History–Social Science Framework for California Public Schools, 

Kindergarten Through Grade Twelve—2001 Updated Edition (2001) .......................... 13.50 
1457 Mathematics Content Standards for California Public Schools, Kindergarten 

Through Grade Twelve (1999) ........................................................................................ 8.50 
1508 Mathematics Framework for California Public Schools, Kindergarten Through 

Grade Twelve (2000 Revised Edition) ............................................................................ 17.50 
1512 Nutrition to Grow On: A Garden-Enhanced Nutrition Education Curriculum 

for Upper Elementary School Children (2001) ............................................................... 17.50 
1514 Prekindergarten Learning and Development Guidelines (2000) ........................................... 13.50 
1462 Reading/Language Arts Framework for California Public Schools, Kindergarten 

Through Grade Twelve (1999) ...................................................................................... 17.50 
1496 Science Content Standards for California Public Schools, Kindergarten Through 

Grade Twelve (2000) ....................................................................................................... 9.00 
1532 Standards for Evaluating Instructional Materials for Social Content (2000 Edition) 

(2001) .............................................................................................................................. 8.00 
1472 Strategic Teaching and Learning: Standards-Based Instruction to Promote Content 

Literacy in Grades Four Through Twelve (2000) ........................................................... 12.50 
1503 Taking Center Stage: A Commitment to Standards-Based Education for California’s 

Middle-Grades Students (2001) ..................................................................................... 13.50 
1548 Visual and Performing Arts Content Standards for California Public Schools, 

Prekindergarten Through Grade Twelve (2001) ............................................................. 10.50 
1261 Visual and Performing Arts Framework for California Public Schools, 

Kindergarten Through Grade Twelve (1996) ................................................................. 15.00 

Orders should be directed to:


California Department of Education

CDE Press, Sales Office

P.O. Box 271

Sacramento, CA 95812-0271


Please include the item number and desired quantity for each title ordered. Shipping and 
handling charges are additional, and purchasers in California also add county sales tax. 

Mail orders must be accompanied by a check, a purchase order, or a credit card number, 
including expiration date (VISA or MasterCard only). Purchase orders without checks are 
accepted from educational institutions, businesses, and governmental agencies. Telephone 
orders will be accepted toll-free (1-800-995-4099) for credit card purchases. All sales are final. 

The Educational Resources catalog contains illustrated, annotated listings of departmental 
publications, videos, and other instructional materials. Free copies of the catalog may be 
obtained by writing to the address given above or by calling (916) 445-1260. 

Prices and availability are subject to change without notice. Please call 1-800-995-4099 
for current prices and shipping charges. 
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